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Abstract
In the spring of 2020, many public places closed in response to the COVID-19 pandemic. Most
public schools in the United States suddenly closed buildings as educators and students
scrambled to adapt to distance education. This phenomenological, qualitative study holistically
explores elementary educators’ experiences during the extended school closures. The 18current
elementary educators who participated in individual interviews, served rural, elementary
students. Individual interviews allowed participants to discuss and explain their experiences
concerning methods, materials, time commitments, and communication with colleagues, parents,
and students. They also discussed how they used feedback to alter their teaching. The interviews
were conducted during the closures instead of after the closures, without the benefit of hindsight.
They provided insight to challenges and hopes for future changes. The research is conducted
within a P-20 context. Educators were required to be innovative as they gathered and created
resources to meet the needs of their rural students. Educators demonstrated leadership in
communicating needs and working together with parents, colleagues, and stakeholders to provide
educational requirements of students. Educators were able to implement new technology and
structure to their teaching. The educators were in a position that allowed them to understand the
diverse situations and needs of their students as they worked in the challenging COVID-19
response. Some educators were able to shift their pedagogy to meet the dynamic situation, others
were not. This study does not discuss the effectiveness of the response, it examines the
experience during the response.
Keywords: educator; P-20; COVID-19; extended school closure; distance education;
pandemic; rural; elementary; interview; phenomenology; social
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Chapter I: Introduction
Qualitative interviews provide additional pieces to a larger picture; while these additional
pieces are only a small part, the whole puzzle is not complete without them. Jigsaw pieces
connect to others that are similar, but each piece is distinctly shaped and has a singular place,
providing its own color and features necessary to complete the whole picture. This qualitative
study uses a phenomenological framework to appraise current elementary educators’ experiences
during distance education caused by extended school closures due to the COVID-19 pandemic.
Interviews with 18 elementary school educators located in rural areas of Western Kentucky and
Tennessee provided information outlining their experiences during unplanned extended school
closures at the end of the 2019/2020 school year. These public-school educators described both
challenges and successes. This research highlights the use of materials, including nontechnologically-based resources, and technologically-based resources, like Zoom,
GoogleClassroom, and ClassDojo. This study also includes social aspects of teaching, including
communication with colleagues, students, and parents. The information presented provides
insight to decision-making processes at the time of the closures, rather than retrospective of the
event. P-20 values underscore implications for educational responses.
Context
In November of 2019, a novel coronavirus was identified in the Wuhan Provence of
China, this was named COVID-19 (CDCb, 2020).COVID-19 spread to Europe and resulted in
massive closures of schools, churches, and businesses ((L. Trainito, personal communication,
March 2020). Eventually, universities, schools, and businesses in the United States closed and
moved online (CDCb, 2020; “A Timeline of COVID-19 Developments in 2020,” 2020). By
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April, 2020, it became clear that the school year would end virtually, (Anderson, 2020). The
virus known as COVID-19 impacted society throughout the world. In late February and into
March of 2020 the United States was impacted by COVID-19. Recommendations from the
Center of Disease Control (CDC), designated classroom instruction as a ‘high risk’ activity for
contagion and prompted public school closures (CDC, 2020c).
The phenomenological framework of this study incorporates embedded contexts. The
contexts of COVID-19, distance education, and P-20 provide the backdrop for understanding
elementary educators’ experiences during extended school closures. Educators responded to
COVID-19 school closures. They adapted, and they resumed teaching, yards, living rooms, and
even kitchens became their new classrooms. Rural communities in the United States have also
been affected by COVID-19. Often with limited access to virtual learning opportunities and
devices, students in rural areas rely on their teachers to provide non-technological materials. This
study seeks to understand the experiences of educators during impromptu distance education.
The study focuses primarily on elementary educators in rural areas. Literature on distance
education focuses on university students and adult learners. Since the age and the location
provide additional challenges not usually faced in collegiate settings, existing literature has a
gap.
Distance education is not a new concept in the United States. As early as the 18th
century, correspondence courses were meeting needs of rural learners. Because of COVID-19,
distance education has gained additional attention (Anderson, 2020; Hobbs & Hawkins, 2020).
Distance education is commonly thought of as electronic learning (e-learning), other platforms
and methods comprise distance education.
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P-20 context frames this study. P-20 is the recognition of the educational continuum.
Education is an ongoing process from preschool through adult education, rather than a series of
segments, (Chamberlin & Plucker, 2008). The four values of P-20 include innovation,
implementation, diversity, and leadership (Doctorate of Education in P-20 and Community
Leadership, 2017). Each value has been essential to effectively respond and plan through the
extended school closures.
Purpose of Study
This study examines the impact of the response on educators as they navigated largescale distance education. The unprecedented scope of state-wide school closures presented an
opportunity to examine aspects of distance education in public elementary education. Although
context played an important role in the experience, the opportunity to explore educators’
perspective, during school closures should not go overlooked. The researcher sought to collect
data while all educators were still working from home. Instead of waiting until ‘after-the-fact’,
the researcher hoped to provide authentic educator perspectives.
Working within the phenomenological framework, the researcher wanted to provide
educators an opportunity to explore why they were doing what they were doing to make meaning
from the experience. This will provide better hindsight and illustrate thought processes to make
better decisions for the future and improve policies. This is more than ‘what worked, what didn’t
work.’ This research focused specifically on educators who were currently working in
elementary public schools. Additionally, this research focused on rural areas as they faced
unique challenges for both students and for educators as they accessed instructional components.
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Framework
Phenomenology provides a framework for understanding the relationship between data
and the research questions. Qualitative analysis of interview responses provided the most
effective way to answer research questions. Interviews provided a more complete picture of
educators’ experiences within the given context. The interviews were like ‘guided conversations’
in that they were phenomenologically-based. Phenomenology uses specific interview techniques
that divide interviews into three parts: context, description of the phenomenon, and reflection to
make meaning of the experience of the phenomenon (Henriques, 2014).
Guiding Theories
Involvement Theory. Involvement, the commitment of physical and psychological
energy to a task, provides external evidence for the endeavor of learning (Astin, 1984). This
examines quantifiable elements. These elements include resources and time. Just as in a
classroom or at a university, even with the best resources, design, or faculty, students who are
not engaged will not learn or will not stay (Kuh, 2009; Pike, Kuh, & McCormick, 2011; Wong,
Martinez, & Wong, 2018). Understanding how educators involve themselves in their teaching by
leveraging their resources becomes important in understanding their experiences.
Social importance in learning. During a period of social distancing, this element of
education became challenging. “Learning of any kind is best done collaboratively with
supportive colleagues and facilitators who can push thinking, provide accountability structures,
and ensure a quality learning experience” (Bates, Phalen, & Moran, 2016, p. 72). Educational
opportunities should incorporate active social elements to promote involvement and engagement.
Magnan (as cited in Lantolf & Poehner, 2008) highlights the social nature of learning including
learner qualities as a person, learner qualities as a learner which includes the environment and
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the learner’s identification as a member within a learning community. During the COVID-19
extended school closures, learners were both students and educators. Educators were learning
during this process too. Professional learning communities (PLC) can provide support for
educators and improve student outcome (Hattie, 2012).
Research Questions
Research adds another piece to the puzzle to make connections with the larger picture of
distance education. The following research questions guided the study.
RQ1. How do K-8 public school educators characterize their involvement experiences
during the COVID-19 school closures using distance education?
RQ2. How do K-8 public school educators identify interpersonal interaction in teaching
practices during the COVID-19 school closures?
RQ3. How do involvement-experiences and interpersonal-interaction impact outcome
and teaching during an extended school closure?
Significance of the Study
Distance education has evolved along with changes in technology. However mandated
distance education has never been utilized until now. Platforms and accessibility have also
created a new rift that educators have had to overcome.
Most existing studies’ focus populations include college students. This precludes
foundational members of the P-20 continuum. This research seeks to provide a more complete
picture in understanding distance education with educators of elementary students. Educators are
often excluded from the conversation of distance learning. Learning is a life-long endeavor, and
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educators facilitate this. Extended school closures have impacted educators and this research
provides a more complete picture of insight into distance educations. This research connects the
educators working along the P-20 continuum—the missing pieces.
Universities, where most research on distance education is conducted, have widespread
access to high-speed reliable internet (Gluckman & Hanson, 2019). Additional information about
schools that have closed for pandemics are often in urban areas (Ash & Davis, 2009; Loustalot et
al., 2011). This research focuses on rural areas. Rural locations provide a different context for
distance education. Focus has been on outcome as a grade or performance on a test, which is not
necessarily indicative of good education and good practice. Providing a voice to elementary
educators in rural settings becomes important as decisions are made about future policies.
Guiding policy. In this study, outcome is measured in feedback and what is done with it
to inform next decisions. Distance education has evolved, and historically, it has been important
to rural education in the United States. Rural settings have always had a need for alternative
instructional methods, but new aspects of delivery emerge as means and access become a
question. However, during COVID-19, new developments have surfaced. The missing piece to
distance education has become elementary educators. The impact of the circumstances cannot go
overlooked. Key elements and themes connect to provide insight for future applications and
investigations into distance education. School districts are working on plans for reopening for the
2020/2021 school year, but experiences during COVID-19 will likely impact extended-closure
policies as districts update or develop their future policies.
Often school districts work to provide blanket policies for all schools to follow. There is
little room for platform differentiation. Post-secondary institutions have the luxury of flexibility,
in this they are better at meeting learners’ specific needs. Online courses provide this alternative,
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and students can select the delivery method of their choice. There are no filters for ‘personality
types’ which was hypothesized to impact the type of students who enroll in distance education
courses (Lapsy, Kulik, Moody, & Arbaugh, 2008). This is distance education in its rawest form.
There was no choice at this time anywhere along the P-20 continuum. Understanding how this
shift impacted educators becomes an important conversation along all levels of education.
P-20 Context
The P-20 context of distance education requires innovation on the part of educators; they
must be able to implement ideas, while meeting the diverse needs of their students and
community. Leadership becomes especially important during this time. Educators will need to
identify and anticipate the ripple effects of interrupted learning. Having conversations outside of
their silos, educators must not only communicate with their students, but also with other
educators, families, and community members.
Learning as a lifelong endeavor. Leaders must understand how to meet the challenges
and needs of today’s educators. Understanding their experiences, where they found strength,
where they needed to grow, becomes important in moving forward. An educator’s expressed
need in February, just before COVID-19 closures in the U.S. may have changed considerably
given new experiences and expectations for distance education. P-20 leaders recognize the
dynamics of an evolving situation and adapt to meet diverse needs of all learners across the
continuum.
Preparing future generations. Tomorrow’s future educators are sitting in today’s
classrooms, or, rather, at home remotely. P-20 describes education as a continuum, recognizing
the implications that teachers are also learners. Education intertwines teaching and learning for
all participants, one is not separable from the other. Students are both learners and teachers, and

18
teachers are both educators and students. Today’s educators’ future colleagues, and eventual
replacements, are currently enrolled in their classes. In this, implementing outcome, in the form
of feedback becomes quintessential in making changes and improving the educational process.
The diversity of background, experiences, and heritage, becomes foundational in this
phenomenological study. Diversity cannot, and should not, be teased from the experiences, the
study embraces a holistic approach in collecting, analyzing, and reporting data. This study
focuses on elementary aspects, but educators are part of the P-20 process, they are also learning
with their students. Leaders recognize the importance of noting educators’ perceptions during
this time and how they interlock with other pieces in education.
Key Terms Used in this Research
This study uses several given terms specific to the subject matter. For concision, the
following definitions will be used and understood for the following terms.
Distance Education refers to learning that happens either synchronously or
asynchronously while learners and educators are physically distant. Materials can be mail-based,
web-based, app-based, or broadcast. Distance education can refer to instructor guided or
independent study.
Extended School Closure is used to describe the situation of an unplanned school-wide
absence of all students at a school building or facility on a regularly scheduled school day,
lasting longer than two weeks.
COVID-19 is preferred CDC terminology. COVID-19 refers to the novel coronavirus first
discovered in Wuhan, China in 2019; ‘coronavirus’ refers to the physical shape of the virus, and
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this family of viruses is common among humans, this particular virus is different, hence ‘novel’
for disambiguation with other viruses in the family (CDC, 2020b)
Non-Traditional Instruction (NTI) will refer to Kentucky’s defined formalized guidance
on schools’ programs and plans submitted and approved by the Kentucky Department of
Education outlining instruction to students during unplanned school closures (“Non-Traditional
Instruction - Kentucky Department of Education,” 2020). NTI is a type of distance education, but
not all distance education is NTI.
Involvement will be used following Astin’s definition, “the investment of physical and
psychological energy in various objects...highly generalized or highly specific,” (1984, p.519).
Rural refer to areas where there either all or part of a population is non-urban or nonmetro as defined by the US Census Bureau (2018).
Engagement will “represent constructs such as quality of effort and involvement in
productive learning activities,” (Kuh, 2009, p. 6).
Face-to-face refers to traditional settings where learners are in the same room as
instructor(s).
Web-based refers to instruction where all instructional materials are on an online platform
either unique to the program or to the school. Web-based materials require an internet connection
and a device to use.
Homeschooling in this study will refer to students who are enrolled in a ‘brick-andmortar’ school but are not physically in attendance. This should not be confused with at-home
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education where students are not concurrently enrolled in a ‘brick-and-mortar’ school, having
filed an affidavit or waiver.
Social Distancing will use the CDC’s definition of personal-spacing of at least six-feet
from others (CDC, 2020a).
Access in the context of technology refers to internet access of some type. Reliability of
‘access’ varies, but ‘access’ refers to having both availability of an internet connection either
through cellular hot-spots, WiFi locally, Satellite internet, DSL, or cable.
Device describes either a computer, laptop, Chromebook, tablet, or cellular phone that
can send and receive data messages.
Virtual refers to technology-based media. This modifies a non-face-to-face situation.
Educator is a partner with the learner. Educator is the preferred term in this study.
Teacher is a term that has a connotation of dichotomy, teacher and student, two opposites instead
of two partners (Lee, 2014).
Parent is the adult who provides primary care for a student. “Parent” is the term used by
most participants. All students in this study are under the age of 18 and require adult supervision
and care. The term ‘families’ is collective, which incorrectly conveys the sense of its use. The
term ‘parent’ is not to be misunderstood as limited to the biological mother or father. This is not
meant to be exclusive of non-mother or non-fathers of students, it is inclusive of aunts, uncles,
grandparents, custodial guardians, and caregivers, legal or otherwise. The terms ‘custodian’ and
‘guardian’ were not used because of their connotation of objectification of elementary students,
possibly diminishing their personhood. The term ‘caregiver’ is not used because of its temporal
connotations.
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Rotation and Special-Area are terms used interchangeably. This refers to educators whose
primary roles are teaching a single subject to many students who ‘rotate’ through their
classrooms. These include, but are not exclusive to, Art, Music, Physical Education (P.E.),
Guidance, Library, and Computers. In a week, these educators typically teach every child in the
building. They are responsible for multiple grade levels. There was no specificity that depended
on school, district, subject-area, state, or age-group.
Summary
This study provides contemporary insight to elementary educators’ experiences during
extended school closure in rural public schools. While each story shared through the interview
process is as unique as a puzzle piece, each piece, provides part of the greater picture. The details
provide clues that determine where each piece fits. Each piece is equally important in completing
the puzzle and sometimes, two unseemingly similar pieces fit once that third piece serves as a
connection between them. In this way, qualitative analysis and interviews provide the best
opportunity to understand educators’ experiences with distance education along the P-20
continuum during the extended school closures due to COVID-19.
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Chapter II: Literature Review
When beginning a puzzle, often, some pieces have already been fit together. Sometimes,
they are already interlocked from the factory, where a cut was not complete. Sometimes,
previous ‘puzzlers’ have found matching pieces, either intentionally, or casually. A literature
review provides an opportunity to look at pieces that have already been put together. Existing
literature provides context into which current research fits.
Distance education includes correspondence courses, web-based courses, asynchronous
learning, Zoom classes, webinars, and other education that does not meet face-to-face. During
the COVID-19 pandemic many public-school districts in the United States closed school
buildings, opting for distance education. School closures during a pandemic is not unheard of,
but technology provides new potential for challenges and successes.
Historical Context
Public Health and Public Education
Spanish influenza from early 1900s impacted countries worldwide, a pandemic on a new
scale. Globalization had not fully emerged, but World War I had created demands for global
resources, the Spanish Influenza illuminated these connections as infection spread along the
supply webs (Dehner, 2012). Understanding epidemiology of a disease impacts society’s
response. Since the creation of the World Influenza Centre in 1947, detection and research on
pandemics have been a global priority (Dehner, 2012). Vaccinations and improved medicine and
access to medicine have diminished impacts of pandemics in the United States throughout the
past century, which is not to say diseases have not impacted society (Dehner, 2012).
Additionally, response plans continue to evolve to meet changing global needs to mitigate effects
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of pandemics (Dehner, 2012). The scale of the response to COVID-19 is greater than what has
been seen in decades. History will measure the success of the response. This research looks at the
impact of the COVID-19 response on education rather than the virus itself.
Throughout the past century, there have been several responses to illness. Closures of
public buildings is a common nonpharmaceutical response to pandemics (Lofgren, Rogers,
Senese, & Fefferman, 2008; Barrios, Koonin, Kohl, Katrin, & Cetron, 2012; Chowell, 2016). In
1918 in Minnesota, public health officials closed all public buildings, including schools, to try to
stop the spread of the influenza (Ott, Shaw, Danila, & Lynfield, 2007). Schools were used to
provide services to communities during the pandemic, either as providing support while open, or
providing trained community members when closed, (Ott et al., 2007; Stern, Reilly, Cetron, &
Markel, 2010). More recently, in 2009, schools, including several in Austin, Texas and New
York City were closed to prevent the spread of Influenza A (H1N1) (Ash & Davis, 2009; Borse
et al., 2011; Loustalot et al., 2011; Copeland et al., 2013).
During the COVID-19 outbreak, sentiment towards distance education has been mixed
(Anderson, 2020; Cates, 2020). There have been conversations about temporal considerations in
closing schools for mitigation (Zhang et al., 2011). Disruption of education has long-lasting
impacts (Tsai et al., 2017). Policymakers need to consider ramifications of their decisions and
educators’ voices during this time provide both insight to the situation and a perspective, they
know their students. The relationship that educators have with a community was recognized as a
key element during the Spanish Influenza response (Ott et al., 2007).
The Purpose of Education
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Over time, the role of education has evolved. Education is a response to society’s needs.
Philosophical reflections on the nature of things, maintaining facts, vocational training, and
procedural information: education adapts to society’s needs (Thacker, 1868; Rumrill, 1917;
Carpenter & Hughes, 2011; Saba, 2011). In the twentieth century, society in the United States
changed, and education, in response changed. Changes in reporting, media, and travel,
particularly after two world wars, created a marked shift in these new needs (Collier, 2017).
Suddenly, the world became smaller, factual information became accessible, and education
shifted again.
According to Carpenter and Hughes (2011), four new needs emerged: “self-realization,
human relationship, economic efficiency, and civic responsibility,” (p. 3). Dewey (1968) earlier
outlined similar ideas, in more descriptive terms, but essentially the role of education fit into the
four broader categories of Carpenter and Hughes. These elements of education intertwine and
should not be separated or teased-out. However, distance education, focusing on efficiency,
provides opportunities for economic efficiency, civic responsibility, and perhaps self-realization,
but lacks the element of ‘human relationship,’ and therefore does not provide complete
educational opportunity for what has been identified as a need in society.
Guiding Context
P-20 Context
Looking at education as a continuation of learning rather than segmented stages provides
a more accurate understanding for how learning happens. Education in the P-12 environment is
largely prescriptive, focusing on basic skills and knowledge, (Bowers, 2014a). At higher levels
on the educational continuum, post-secondary education, including college and vocational
schools, education becomes more amorphic. P-8 education differs considerably from post-
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secondary education. Often older learners have more or tangible motivation for continuing
education. Elementary and middle school education tend to be more structured and sequential,
because of the foundational nature of it. Guidance and intervention are important for future
success. Furthermore, since education is a lifelong endeavor, differing methods on educational
delivery emerge. Embracing P-20 design improves opportunities to succeed in meeting changing
global needs (Bowers, 2014a). P-20 leaders provide policy to create an atmosphere that fosters P20 continuity (Chamberlin & Plucker, 2008).
The current extended school closures as a response to COVID-19 affect both students and
educators at all points along the P-20 continuum. Both in the U.S. and around the globe, students
and teachers are adapting to distance education. P-20 values provide a framework for leadership
during this time. Leadership amid change requires innovation and the ability to communicate and
implement creative solutions to evolving problems while ethically considering the diverse needs
of learners and communities (Chamberlin & Plucker, 2008; Bowers, 2014a; “Doctorate of
Education in P-20 and Community Leadership”, 2017).
Researching Using the Phenomenological Framework
Individuals’ backgrounds provide a lens through which they experience a specific event.
Interviews provide opportunities for researchers to gain understanding into unique perspectives
of realities for individuals. Historical context provides a backdrop for investigating the ambience
of the event. In this context, a phenomenological framework will provide the basis for this study.
Phenomenology maintains the context of an experience provides a mechanism to understand the
meaning that was made by the person experiencing it (Husserl as cited in Berrios, 1989).
Interviews are the best tool to provide a holistic perspective of participants’ experiences
(Maxwell, 2013; Seidman, 2013; Henriques, 2014).
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Involvement Theory as a guide. Distance education has become increasingly popular as
a response to COVID-19 school closures. Several theories examine the elements that affect
learning outcomes. Astin’s Theory of Student Involvement examines the relationship between
the involvement of a learner and the success that learner experiences (1984; 1985). Involvement
is either specific or generalized, occurs on a continuum, and can be measured as either
quantitative or qualitative (Astin, 1985). Applying Astin’s Involvement Theory as a guide for
examining educators’ evolving role in distance education provides insight to the impact on
educational systems during the COVID-19 school closures. While Involvement Theory focuses
on post-secondary students’ education, the process of learning from P-20 can be similarly
measured during distance education and remote instruction. Holistic, phenomenological views
towards learning, and engagement for learning, indicate that learning is not simply the act of
students interacting with material, but rather the students’ engagement with a community to
become involved with the experience of creating a learning community (Vygotsky & Cole, 1978;
Astin, 1984; Pike, Kuh, & McCormick, 2011; Binti, Fadhilah, & Anuar, 2018). This theory,
which differs from other educational theories, is not subject-specific, and can be applied to
various educational settings (Astin, 1984). This study will use the Involvement Theory guide to
describe the engagement of educators using remote teaching during extended school closures.
The key premise of Involvement Theory is that “effectiveness of any educational policy or
practice is directly related to the capacity of that policy or practice to increase student
involvement,” (Astin, 1984, p. 519). This study will focus on educators’ perspectives of teaching
methods, materials, time, interactions, and outcomes rather than solely on scores and surveys of
the learners.
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Social engagement as a fundamental element. Extended school closures highlight the
need for social interaction, virtual or otherwise (Anderson, 2020). While all social interaction has
value, meaningful, academic, and professional interaction have the highest impact on positive
student outcomes (Hu & Kuh, 2001; Dean & Jolly, 2012; Hattie, 2012; Hew, 2014; Thieneman
& Wohlfarth, 2015). Communication provides opportunities to share ideas. Educators must
consider limitations to virtual communication to not alienate students (Bergstrand & Savage,
2013). Fundamental differences between distance education and face-to-face education require
flexibility and innovation on the part of the educator and policymakers. However, social
engagement, in whatever form it comes, is necessary for successful student learning outcomes at
all levels along the P-20 continuum.
Good Teaching for Success of All Learners
The resources on ‘good teaching’ fill libraries (Wong, Martinez, & Wong, 2018).
Providing teacher-quality metrics becomes important in distance education, (Cavanaugh, Gillan,
Kromrey, Hess, & Blomeyer, 2004). There are many views on what constitutes ‘good teaching,’
however this study will reference educator evaluation rubrics for the states of Kentucky and
Tennessee. KY FfT is the Kentucky teaching evaluation rubric and TEAM is the Tennessee
teaching evaluation rubric. These rubrics will serve as the measures of ‘good teaching’
(Danielson, 2017; Tennessee Dept of Education, 2018). Some elements are highly specific, and
they align with specific teaching philosophies, but other elements on the rubrics are more
general, and apply more broadly.
Quality materials, pacing, communication, responsiveness, and professionalism are
several shared elements between Kentucky’s KY FfT and Tennessee’s TEAM. Although the
outcome of all teaching is student learning for mastery, distance education requires a different set
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of pedagogy than ‘traditional’ classroom face-to-face teaching (Aragon, Johnson, & Shaik, 2001
Cabero, 2006; Kentnor, 2015; Smith & Pastor, 2016; Cates, 2020). While delivery, using
methods and resources, is important to good teaching, distant education requires educator
innovation to adapt materials and techniques (Vazquez & Chiang, 2016; Lee, Barker, & Kumar,
2016).
Communication is important for good teaching (Danielson, 2017; Tennessee Dept of
Education, 2018). Teachers adopt leadership roles within their schools and communities as they
communicate with students, colleagues, and stakeholders. Continuing good communication
becomes especially important, and challenging in distance education (Reinoehl, 1929; Johnson &
Brescia, 2006; Lavoy & Newlin, 2008; Ash & Davis, 2009; Hew, 2014; Taormina & Gao, 2013;
Poston et al., 2015; Thieneman, & Wohlfarth, 2015; Anderson, 2020).
Good educators design a coherent structure for clear teaching (Danielson, 2017;
Tennessee Dept of Education, 2018; Wong, et al., 2018). Educators must implement welldeveloped plans that connect students to learning. Distance education both facilitates and
requires well-developed organization (Barbour, 1953; Charly, 1955; Aragon, et al., 2001;
Cabero, 2006; Alonzo Diaz & Blazquez Entonado, 2009).
Recognizing unique needs, backgrounds, and situations of students exemplifies good
teaching (Danielson, 2017; Tennessee Dept of Education, 2018). Understanding diverse needs,
unique situations, and providing support for all students to be successful becomes especially
important in distance education (Bossert, 1977; Hu & Kuh, 2001; Johnson & Brescia, 2006;
Payne, 2003; Bergstrand & Savage, 2013; Bowers, 2014b; Day, 2015; Vazquez & Chiang, 2016;
Maher & Prescott, 2017, Mansheim, 2017). Good teachers recognize students’ experiences and
existing resources and provide necessary support for positive student learning outcomes.
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Good teachers, with support from good leaders, will work together as educators to adapt,
(Danielson, 2017; Tennessee Dept of Education, 2018). Flexibility is key for success during
distance education. While fundamentally the same, educators recognize changes necessary to
engage learners, provide social support, and support learning for successful learning outcomes in
all students (Bowers, 2014a) . Educational leaders will need to be flexible and provide support
for innovation and implementation of these changes during this transition into distance
education.
Historical Background of Distance Education: A Picture on a Box
The delivery and expectations of distance education have changed and continue to change
as technology develops. Whether through mail, broadcast, online, webinars, or apps, technology
provides tools to promote distance education. There are cautionary elements associated with new
technology that should not go overlooked.
The Purpose of Distance Education
Distance education has arisen from a need of improved access to advanced education or
for career improvement. While distance education in the United States began as a shorthand
course offered by Caleb Phillips advertised in the Boston Gazette on March 18, 1728, its
presence permeates post-secondary, and increasingly secondary, education (as cited in Kentnor,
2015). According to McCue (2019), electronic, distance education is expected to grow to $325
billion by 2025. However, this is expected to increase. Stock for Zoom saw an increase after
reporting that it added 100 million new users in three weeks following COVID-19 closures (Fox,
2020).
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Distance education initially provided, and continues to provide, a solution for those living
in areas isolated from traditional educational resources. Students who could not attend school for
reasons of not only public health, but also reasons including employment, incarceration, military
service, and isolated locations looked to distance education to fulfill their educational needs
(Reinoehl, 1929; Barbour, 1953; Charly, 1955; Ash & Davis, 2009). Despite flexibility, distance
education has enabled learning to lose its human element.
Correspondence courses, by mail. Original distance education courses were completed
by mail. Often participants would enroll in a class. They would send for materials, usually
reading materials or examples of the skills with a written explanation. Students would then
complete an assignment and send it via mail to an instructor who would, hopefully, provide
written feedback returning it with the next assignment. This process would continue until all
material had been completed. These programs varied and presented challenges. Often lack of
oversight and advising caused students who began correspondence courses to not finish
(“Correspondence course mortality found high,” 1934).
These programs lacked the human relationship element of learning and interpersonal
accountability. Engagement through correspondence courses were limited, if any. Engagement is
the time and interest given to a course, and even in a classroom, student engagement can present
challenges (Dean & Jolly, 2012; Smith & Pastor, 2016). When diminishing, or eliminating the
human relationship of education, a student can become disengaged altogether (Pike, et al., 2011).
Military application. The military has also used correspondence courses. Some courses
offered recognized the limitations of a distance class, without an instructor or classmates. These
courses focused on rote materials such as organizational structures or weapon systems; they did
not offer retirement points as a face-to-face class would (“Correspondence course descriptions,”
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1967). The military recognized the limitations of education that lacked the element of human
relationship. For example, the military offered a foreign language course by correspondence,
with a few noted features. Initially, it was entirely written and voluntary, (Charly, 1955).
However, as demands changed, spoken pieces were included, but still credit was not awarded
without a formal assessment of linguistic ability (Department of the Navy, 1967). The Navy
included face-to-face components with all correspondence courses, even if only as an advisory
role.
Educating educators. As the push for standardizing teacher preparation grew at the
beginning of the twentieth century, so did the demand for professional correspondence courses as
continuing education for educators. Educators were required to meet new preparation standards,
and due to the ubiquitousness of elementary education, and the scarcity of post-secondary
education in rural areas, correspondence courses became a necessity for many teachers to keep
their jobs. However, evidence of shortcomings emerged. Teachers were either falling behind in
their teaching or as students in their studies (Reinoehl, 1929). Teachers had specific requirements
and deadlines by when continuing education need to be completed to keep their jobs. Some
students would not continue to turn in assignments which jeopardized their success and course
completion (Reinoehl, 1929; Wong & Wong, 1979). Mail could be slow, especially in
particularly isolated and rural areas. These were the same areas that required correspondence
courses due to lack of access to the required education.
Technology Assisted Distance Education
In the 1950’s and 1960’s ‘consumer durables’ became increasingly commonplace in
homes, often for communication and for entertainment (Obelkevich & Catterall, 1994).
Electronics became more affordable and more prevalent in homes. Educational application for
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electronics also emerged. As technology developed, its application for education also developed.
Audiovisual technology, like audio and video recordings, and computers, and their access to the
internet, are examples of technology that has entertainment and educational value.
Audiovisual technology. Advances in technology would provide increased opportunities
for access of distance education. Improved materials, such as audiovisual resources, increased
the human-aspect, of learning. Instead of simply reading materials and reading marginal notes,
students could see/hear their instructors. Students could ‘tune in’ to a channel on television or the
radio or watch a tape or listen to a recording. While this may have humanized some subjects and
materials that had long been taught by book, this technology expanded distance-course offerings.
Foreign language courses, for example, emerged into distance education. The availability of the
means changed the trajectory of foreign language instruction and changed the definition of best
practices. Educational theories also corresponded to understanding the nature of learning,
teaching methods paralleled these behaviorist theories (Matamoros-González, Rojas, Romero,
Vera-Quiñonez, & Soto, 2017). Eventually, these trends subsided but vestiges highlighted the
importance of multimedia forms of instruction and assessment.
Emerging technology—computer assisted instruction. Computers became commonplace in schools and in homes, and their educational potential was recognized (Collis, 1996).
However, there were two educational uses, teaching about computers and teaching with
computers (Schultz & Hart, 1983). When not teaching about computers, rote practice and
calculations were more common (Schultz & Hart, 1983). Bennett (1999) argued that potential
that computers provided to education was initially overlooked in favor of traditional pedagogy
but use of computers for tutors and instruction would not be ignored. Furthermore, understanding
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the continuity in education and use of technology would be necessary for students’ success in
global economies (Collis, 1996; Bennett, 1999).
In its infancy, the Internet had the ability to send isolated information between two
people (Collis, 1996). This provided opportunities for improved feedback times in distance
education. Additionally, software could provide information in patterns for practice (Schultz &
Hart, 1983). Isolated skills could be taught on a computer. Typing classes became typing
programs. People could purchase software to learn or improve a skill. The instructor could be
eliminated almost entirely (Bennett, 1999). Universities embraced technology and it seemed that
technology on campus improved student experience and, when coupled with interpersonal
interaction, also improved interactivity among students and among faculty (Hu & Kuh, 2001).
When used by faculty for students, technology provided additional opportunities for interaction.
Technology is a tool, not a replacement for effective education (Bennett, 1999). Even as
some platforms seem ‘interactive’ they are not—Webinars are deceptive in that they are not
interactive, they may have many participants, but if there is no social element, it is still learning
in isolation (Bates, Phalen, & Moran, 2016). As the ‘World Wide Web’ opened to household
consumption, remote education grew. Access created a digital divide; technology provides
opportunities, but it can also widen resource gaps (Collis, 1996; Johnson & Brescia, 2006). Eeducation, that is electronic-learning, provides potential for implementing innovation, but not
without pitfalls that must be overcome through changes in pedagogy (Collis, 1996; Bennett,
1999; Cabero, 2006)
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Previous Studies of Distance Education: Pieces of the Puzzle
The following studies highlight key variables of various distance education programs.
From these variables, there are three themes: involvement relies primarily on resources and time,
interpersonal interactions can differ significantly among programs, and the aforementioned
themes impact program outcome. Distance education relies on educator involvement of energy,
use of resources, time, interpersonal relationships, both with colleagues and with learners, and
ultimately is driven by outcome.
Distance Education and Involvement
Involvement, as defined by Astin (1984) includes elements of energy and time. Teaching
methods require varying types and amounts of energy. Educators during distance teaching, may
expend energy differently than in a face-to-face setting and therein, these educators may have
differing levels of involvement. Simply trying to retrofit methods and materials to a new delivery
platform will not, and cannot, result in effective learning (Duffy & Kirkley, 2004; Johnson &
Brescia, 2006). Use of resources, including technology requires both mental and physical energy.
Eventually, evidence indicated technology use alone did not necessarily equate to good teaching
(Pisik, 1997; Ravet & Layte, 1997; Warschauer, 1998; Varlejs, 2003). Students could
successfully complete a computer-assisted course, but still struggle to apply the information and
skills presented in the instruction (Lang, 2013).
As the ubiquity of technology pervades every facet of life, attending to learning
challenges both students and educators (Gluckman & Hanson, 2019). Even now, educators
recognize the increasing challenges in student engagement through online delivery (Poston et al.,
2015; Thieneman & Wohlfarth, 2015; Anderson, 2020). Krashen’s ‘Noticing Hypothesis’
(1985) addresses the importance of attention in learning by asserting that what learners notice in
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input is what becomes intake for learning but input does not equal intake; the human element of
learning is necessary to help learners determine to what they should attend (Lee, 2014). Without
guidance, students can be overwhelmed or frustrated which impedes learning (Bennett, 1999;
Johnson & Brescia, 2006). Frustration can lead to attrition and impede learning.
A common challenge facing distance education is the platform. Researchers propose that
instructors may have more experience in teaching in a face-to-face setting and as mentioned
earlier, instructors need to adapt methodologies to best utilize technology resources (Alonzo
Diaz & Blazquez Entonado, 2009). Unfamiliarity with technology or a delivery system can
create additional challenges that impact distance education outcomes for both students and
educators. Studies address perceptions of the challenges facing e-education including lack of
student familiarity with platform and technology, compounding problems (Johnson & Brescia,
2006; Murthy, Iyer, & Warriem, 2015; Sözgün, Altinay, Berigel, Karal, & Altinay, 2017).
Creating additional obstacles that diminish perceived success can impede a desire to continue a
course of study and perceived success in that course.
During distance learning, access to quality resources becomes increasingly important
(Ash & Davis, 2009). Some studies examine mixed delivery methods for material. In these
courses there are elements of both distance and interpersonal education. Just as study techniques
change to meet the challenges of different learning situations, teaching strategies must also
change to meet the differences in educational delivery method (Alonzo Diaz & Blazquez
Entonado, 2009). Educators may need additional time and support to make changes.
Education involves both teaching and learning. Educators know that resources have
limitations. They must also adapt materials for students who have limited resources. Limitations
of access of technology creates key challenges when relying primarily on virtual platforms for
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teaching. Not all students have access to internet or have the skills to access the internet (Dennis,
2003; Ash & Davis, 2009). Educators’ awareness of students’ access becomes paramount in
distance learning success (Johnson & Brescia, 2006; Cates, 2020).
Some studies suggest that online delivery methods provide better resources for providing
ongoing support for a procedural implementation and training (Mixon, Owens, Hustus, Serrano,
& Holdaway, 2018). However, mixed methods research that focuses on flipped classrooms
shows that pre-recorded lectures for introducing new information and classroom support for
application and clarification are more beneficial than assigned readings (Vazquez & Chiang,
2016). However, this study shows students need the opportunity to interact for clarification, even
at rudimentary levels (Vazquez & Chiang, 2016). Introducing new material and interacting with
the new material with deeper levels of questioning becomes more difficult in a distance
education setting (Johnson & Brescia, 2006). Again, planned, social interaction that provides
opportunity for additional learner involvement improves learner outcome (Cabero, 2006; Marsap
& Narin, 2009).
Time investments impact involvement. Several factors that may affect the amount of time
invested in online instruction include instructor platform familiarity and revisioning a paradigm
of education in that classroom instruction is uniquely different from online instruction, which
requires reevaluation of teaching methodologies (Varjels, 2003; Cabero, 2006; Day, 2015;
Kentnor, 2015). Lapsy et al. (2008) found that online instructors often spent more time in
designing online materials than in preparing for traditional classroom instruction. Classroom
instruction usually lasts longer than electronic information delivery, and may correlate with
higher student scores (Schmeeckle, 2003). Schedules change significantly during extended
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school closures and educators remain flexible (Anderson, 2020). These changes require greater
involvement from the educator perspective.
Existing research recognizes time elements, in terms of learners’ time commitments or in
terms of instruction (Schmeeckle, 2003; Lapsy et al., 2008; Sözgün, et al., 2017). Most research
cites time commitments as a factor, but instructor preparation-time is a factor that was
unmeasured (Kock, Verville, & Garza, 2007). Astin (1984) classifies time as a quantifiable
measure of involvement. This current study explores involvement from not only the perspective
of the student as recommended by Astin (1984), but from the perspective of the instructor as
suggested by Pike et al. (2001).
Distance Education and Interpersonal Communication
Education is a social endeavor, and human interaction must not, and cannot, be cleaved
from the teaching and learning process (Vygotsky & Cole, 1978; Lee, 2014). While technology
was the new ‘shiny’ beacon, seemingly the solution for education, there were even those who
questioned the viability of the teaching profession (Ishler, Litz, & VanMeter, 1981; cf. Bennett,
1999). These sentiments have been echoed recently by some policymakers (Weiner, 2020).
However, interaction cannot, and must not, go overlooked (Bennett, 1999). Interaction creates a
sense of community and belonging. For example, when learning a language, students are
motivated by a sense of belonging, a sense of community (David & Grosu-Radulescu, 2016).
The idea of “belonging” arises in distance education, because of the risk of isolation (Reinoehl,
1929; Alonzo Dias & Blazquez, 2009; Marsap & Narin, 2009; Pike, et al., 2011; Hew, 2014;
Poston et al., 2015; Anderson, 2020). Web-based learning can provide this as a forum or chat,
but face-to-face interaction provides the best opportunity for meaningful interaction. In online
chat environments, when completing higher-level tasks, although they were demonstrated to be
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equally as effective as face-to-face, they were considerably less efficient (Dennis, 2003). In
promoting more complex and advanced learning, learners must attend to the learning task and
devote greater amounts of psychological energy and become more involved with the educational
activity (Astin, 1985).
The importance of meaningful interaction among educational professionals impacts
student learning more than any other single factor (Pike, et al. 2011; Hattie, 2012). Promoting
human interaction provides the opportunity for active engagement. The human relationship
element in continued training and learning among teachers plays a key role in maximizing
success for students (David & Grosuradulescu, 2016). Social elements of learning are beginning
to re-emerge in investigations and research (Poston et al., 2015).
Professional communication. During social distancing, professional development
becomes both necessary and challenging. Teachers in rural areas, have used video conferencing
to bridge geographic gaps (Maher & Prescott, 2017). Providing additional means of professional
development can provide additional topics for specialization, and perhaps helping to create
connections and a network, even if not locally, of teachers in similar teaching situations (Maher
& Prescott, 2017). However, Because of technology limitations, researchers noted that
community building was not as strong as face-to-face interactions (Maher & Prescott, 2017).
These interactions support not only professional development, but ultimately student learning.
Research from Hattie (2012) indicates these elements provide the best indicator for
student growth. However, the social nature of learning cannot go overlooked. Interpersonal
interaction, the root of humanity, seems to grow more distant with each innovation, but by
continuing to learn and research, educators have the opportunity to return to their collaborative
groups and teams; human interaction as the most valuable teaching tool will not be missed
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(Warschauer, 1998; Hattie, 2012; Zagorski, 2011). Professional learning about different
technology and methods for distance education become important for educators (Cabero, 2006;
Alonso Diaz & Blazquez Entonado, 2009; Kentnor, 2015; Smith & Pastor, 2016; Boggess 2020;
Cates, 2020). The technology platform is important (Kao, Tsai, Shih, 2014).
Professional learning communities. To prepare educators for the paradigm shift, they
need support. Creating learning communities for professionals improves learning outcome,
(Mittendorf et al., 2006; Pike, et al., 2011; Hattie, 2012; Schaap & deBruijn, 2017). Taking
professional development in a small-group, working with others who share similar interests but
have distinct skills sets who seek to develop their skill sets as a means of working in the group,
have shown benefit in providing engaging professional development (Jaszczyszyn et al., 2019).
Professional learning communities (PLCs) have emerged as a method to improve teacher
communication, but they vary greatly (Schaap & de Bruijn, 2017). When implemented correctly,
PLCs foster involvement and engagement by promoting learner communities. Opportunities for
educators to meaningfully interact is imperative for student success, which is an additional
challenge during extended school closures.
The social nature of learning demands a human element. The community element of a
classroom or of an educational program contributes to the investment on the part of the learner to
the material being taught. Socio-cultural theory highlights the social nature of humans and that
the role of education is to learn how to ‘human’ better, therefore social elements are inseparable
from education because they are the means and the ends of education (Vygotsky & Cole, 1978;
Warschauer, 1998; Lantolf & Poehner, 2008). Education is a social activity.
Student-directed communication. Face-to-face instruction is the most common and
traditional form of teaching. The underlying methodology and pedagogy behind online teaching
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is fundamentally different than in a face-to-face setting (Cabero, 2006; Alonso Diaz & Blazquez
Entonado, 2009; Kentnor, 2015; Smith & Pastor, 2016; Boggess 2020; Cates, 2020). When
outlining pedagogical paradigm changes, Cabero writes:

“los alumnos dejen de ser pasivos y se conviertan en activos, y al hecho de que el
aprendizaje no se refiera exclusivamente al almacenamiento memorístico de la
información, sino más bien a su reestructuración cognitiva; en definitiva, debemos
llevar a cabo verdaderas acciones de e-learning y no de e-reading [Students should
stop being passive and become active, the fact that learning would not refer
exclusively being a memory-based repository of information, but rather, be better
to its (learning’s) cognitive restructuring; in essence, we (educators) should carry
out the actual action of e-learning, not of e-reading.]” (Cabero, 2006, p. 8).

Active learning, where students create meaning, problem solve, become better citizens, and
communicate effectively are benchmarks of good use of technology in distance learning (Kuh,
2009).
Synchronous learning. Synchronous web-based interaction incorporates an element of
social interaction to an otherwise impersonal distance education model. Research demonstrates
students recognize the importance of interaction with others for learning in that when offered the
opportunity, many students take advantage of synchronous chats and online ‘office-hours’ even
when inconvenient (Lavooy & Newlin, 2008). Furthermore, Lavooy and Newlin (2008)
demonstrate improved student outcomes related to participation in online office hours.
Student complaints about online programs include unresponsive instructors, limited peer
interaction, and wide variance in quality (Varlejs, 2003). These affect student engagement and
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motivation. With extended limited interaction, a learner’s motivation can wane (Wong & Wong,
1979). A blended approach, education incorporating independence and interaction, promotes
continued engagement overtime, using online tools to support face-to-face training promotes
continued engagement (Paskevicius & Bortolin, 2016; Conklina, Oyarzun, & Barreto, 2017).
Students need opportunities to meaningfully interact. Social elements of learning benefit
learners.
Education provides an opportunity for like-minded, like-interested people to meet to
create something more. Education is not simply imparting knowledge but working together to
problem-solve and to create. The human, social factor must be included in distance education
(Lavooy & Newlin, 2008; Marsap & Narin, 2009; Poston et al., 2015). Learners in distance
education programs report greater satisfaction in programs that include a human element to
foster engagement.
Students report difficulties in forming meaningful relationships with classmates and
instructors and indicate that they prefer face-to-face learning opportunities (Day, 2015; Conklina,
et al., 2017). Again, students crave the human relationship element of education. They may not
notice the presence of social components, but students notice the social element when it is
missing. Inviting instructors to promote active engagement, even over time and in blended
settings can improve involvement and outcome (Paskevicius & Bortolin, 2016). Several studies
examine the impact of learning through human interaction. While education historically focuses
on human interaction, these recent studies seek to return to face-to-face and interactive learning.
Student perspectives of online versus in-person learning indicate, through student evaluations,
improved learning perspectives, in that they are more engaged in face-to-face interactions rather
than in online classes (Bergstrand & Savage, 2013; Day, 2015).
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Educational Outcomes of Distance Learning
The theories on involvement and engagement intertwine with educational theory to
create a landscape of current practices towards education that focuses on outcome. Each school
of thought recognizes the research demonstrating that engagement, rather than simply
community or simply energy spent towards a task, improves learner outcome (Aragon, Scott,
Shaik, 2000; Cabero, 2006; Pike, et al., 2011; Smith & Pastor, 2016; Comer, 2017). The
interplay of involvement and interaction impacts outcome.
Application, feedback, and hands-on practice are elements that many technology-based
programs lack. Students struggle to transfer learning, especially if the concept is highly
contextualized (Lang, 2013). Providing social setting and support may improve transfer—by
communicating the learning and its possible applications, important for participants individually,
learners may realize a new application that they had not previously considered. Practice coupled
with instruction provides improved engagement, which corresponds with Involvement Theory to
improve educational outcomes.
Some studies suggest that educational delivery does not matter (Kock, et al., 2007; Lapsy
et al., 2008; Hernandez Julian & Peters, 2012; Page & Cherry, 2018). In a study comparing two
sections of a college class, students who were in a face-to-face setting received better feedback
and halfway through the semester fared better, but by the end of the semester, the two groups
showed no difference (Kock, et al., 2007).. In graduate class assessments, there were no
statistical differences in face-to-face and online attainment of learning outcomes (Page & Cherry,
2018). Students in face-to-face class sometimes outperform their online peers, even if marginally
(Dennis, 2003; Schmeeckle, 2003; Bergstrand & Savage, 2013). While Schmeeckle (2003)
conducted a study comparing face-to-face instruction to computer-based instruction, and noted
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there were no significant differences in scores, students were highly motivated to participate to
gain or improve employment. In another study, if all other factors are controlled, and if
assessment matches delivery, the outcome is equivalent (Lapsy et al., 2008).
Meaningful interpersonal interaction among professionals supports good teaching
outcomes (Canrinus et al., 2012). “Learning of any kind is best done collaboratively with
supportive colleagues and facilitators who can push thinking, provide accountability structures,
and ensure a quality learning experience,” (Bates, et al., 2016, p. 72). Educational opportunities
should incorporate active social elements to promote involvement and engagement.
In a 2008 study, when comparing online college-class to traditional classroom college
class, students in an online class performed better than their classroom peers, (Lapsy, et al.,
2008). The authors attributed possible reasons for this to student personality-types as being more
intrinsically motivated, and independent in their learning-style (Lapsy, et al., 2008, de la Rosa,
2020). Saba (2011) considered this independent learning attribute in his study when he discussed
a “transactional distance” on the continuum of distance education’s evolution. He described it as
a space that existed not in physical space, but in working space, where a student can work
independent from a teacher, regardless of physical location (Saba, 2011).
When looking at learning style preferences and face-to-face vs. online outcome, no differences
were noted in a 2001 study, overall motivation and engagement played a more prominent role in
outcome than platform (Aragon, Johnson, & Shaik, 2001). This may support the idea that
involvement, even if intrinsic, serves as a primary factor in learning outcomes. These studies
demonstrate potential for no difference in outcome, educator involvement of energy in methods,
resources and time coupled with interaction cannot go overlooked when comparing educational
outcomes.
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Elementary Perspectives and Distance Education
Because of the recency of the situation and the evolving nature of COVID-19 responses,
only limited literature was available at the time of publication for this study. Most existing
research for elementary distance education focused on online charter schools, or on specific
applications for classroom use. Rice (2009) recognized shortcomings in literature, and examined
challenges and priorities that faced K-12 online schools, but only adult-learning data was
available, (Rice, 2009). Other more recent studies recognized potential for structured online
education for K-12 (Patrick, 2011; Basham, Smith, Greer, & Marino, 2013). Looking at
planned, structured blended-learning for K-12 students reported potential benefits of including
online components to learning for elementary, middle, and secondary students (Patrick, 2011).
One study recognized potential for online education within the K-12 system and highlighted
different delivery models that integrate technology in different levels, (Basham, et al., 2013).
Limited research looks at younger student success in online education. One study highlighted the
outcome for fourth grade students’ scores on math and reading tests, indicating online schools
scores were significantly lower than traditional schools, and students who were “SESdisadvantaged” would not perform as well as non SES-disadvantaged peers (Mansheim, 2017).
Recently, in relation to COVID-19, initial reports indicated that upper elementary students and
middle school and high school students who were more independent and have self-directed
learning styles participated more in remote learning, (de la Rosa, 2020).
Research in online schools demonstrated additional resources for elementary education,
but critical studies still stagnated (Cavanaugh, Barbour, & Clark, 2009). Furthermore, other
overtly address elementary educator perspective of distance education. Zagorski (2011)
quantitatively explored first and second grade online teachers’ interaction with colleagues and
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focused on self-efficacy and isolationism and recommended qualitative follow-up. Additionally,
in a meta-analysis of data for K-12 student outcome, there was no difference, but the study was
limited, and highlighted the absence of teacher-quality as a factor (Cavanaugh et al., 2004).
This Study: Gathering Pieces to the Puzzle
These studies have laid foundations and groundwork for additional research.
Involvement Theory provides a lens for further research on modalities and their effects on
engagement and involvement when looking quantifiable elements of time and self-reported
interest or attention (Astin, 1984).
Gap in Research
There are gaps in the research. Most studies focus on post-secondary education. Studies
focus on required education. Studies do not consider elementary students’ education in distance
education. Studies focus on student perceptions and outcomes. Few studies examine distance
learning from the educators’ perspectives. Additionally, in all research, the educators and
students were aware that they would be teaching and learning in a distance setting. There has
been limited attention to students who may lack technology or resources to complete learning
objectives.
Application of Research Using P-20 Values
An understanding of current views and educational practices will provide a starting point
from which policies and trainings can be developed for the purpose of supporting educators.
Quality distance education retains elements of universally accepted “good teaching” but
modifications are necessary to meet the needs of students (Thieneman & Wohlfarth, 2015;
Boggess, 2020). P-20 provides a framework for these changes: innovation, leadership,
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implementation, and diversity (Doctorate of Education in P-20 and Community Leadership,
2017).
However, as demonstrated by the aforementioned research, sometimes education may not
be available in an area and distance education will become a necessity, even if its modality is not
the best choice (Maher & Prescott, 2017). Researchers demonstrated a need for an assessment for
the efficacy of delivery methods to elementary teachers (Kao, et al., 2014). Choice becomes
important in motivation and engagement. Extended school closures that evolve with the
uncertainty of the changing situation nullify opportunities to plan and so educators must be
prepared and flexible.
Providing guidance. The challenge to meet educational needs for elementary and middle
school students at a distance has arisen across the United States. Rural communities have
specific needs and challenges. Distance and asynchronous education provide convenience for
non-traditional students and eliminates geographical and scheduling obstacles in accessing
lessons. As society and officials consider and weigh ‘social distancing’ measures, education must
meet the immediate challenge. There was a movement to minimize human interaction, seeing it
as ‘distracting’ to education, controlling behavior with rows of desks, silently working students,
(Bossert, 1977; Warschauer, 1998). Educators realize the inanity of the practice, yet isolation and
distancing may linger into the next school year, providing a social component can minimize
isolation (Marsap & Narin, 2009; Bowers, 2014b; Poston et al., 2015).
As mentioned earlier, engagement is the time and interest given to a course, and even in a
classroom, student engagement can present challenges (Dean & Jolly, 2012; Smith & Pastor,
2016). Measuring engagement is difficult, and limited research on perceived engagement is
available (Sözgün et al., 2017). Creating a survey as a measurement device can measure
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perceptions, but cannot measure applied outcome, which will be a limitation to this study
(Sinkowitz-Cochran, 2013).
Summary
Distance education and face-to-face education are two distinct educational delivery
methods. Distance education is not new, and it evolves with technology. New challenges arise
for both face-to-face education and for remote education in “normal” courses, but they are
compounded during extended school closures. Finding a good balance that includes involvement
and social support, the implementation changes as education changes from face-to-face
education to distance education. The social element of education has arisen as the essential
feature that supports positive learning outcomes. Research indicates the impact of providing
educators and students with resources for involvement. Social supports are necessary and social
element in the forms of advising, assessment, meta-cognitive reflection, or application, are
imperative to a successful program.
Prior research indicates the importance of both sound technology and indicates social
interaction correlating with positive outcomes for learners and improved perceptions. Finding a
balance of distance learning’s benefits of ubiquity and asynchronicity with face-to-face’s social
engagement, community, and accountability will provide policymakers and educators with a path
to grow the educational profession for the benefit of students.
Districts and policy makers have wrestled to find a balance for educators to support
students’ needs without overwhelming them with expensive or exhaustive requirements, and
educators have stepped up without missing a beat. Finding a way to maintain and promote the
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social elements of learning while providing responsible policy remains the challenge for public
education.
A phenomenological framework provides the outline for the understanding critical to this
research. Understanding the interplay of circumstances and actions to create meaning provide
crucial clues to the overall experiences of educators. Astin’s (1984) student involvement theory
guides the outline for this phenomenologically-based investigation indicating that the amount of
energy, whether psychology or physical, invested in an endeavor to improve its overall outcome.
This theory recognizes time and attention as energy. Additionally, interpersonal interaction and
outcome align with the framework to explore experiences during the COVID-19 extended school
closures. These elements make the theory applicable, despite its focus on college setting, to
remote teaching and serves as a basis for education in the P-20 context.
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Chapter III: Methodology
This study focuses on the experiences of educators due to the response to the COVID-19
pandemic of 2020. Interviews provided an in-depth opportunity for data collection that
acknowledges the value in unique points of view and highlights individual experiences. The
researcher intended to get a ‘snapshot’ of educators’ experiences during school closures during
COVID-19.
Research Design: A Framework
This research used a phenomenological conceptual framework. Because of the nature of
the research questions, qualitative analyses provided a holistic understanding of the data.
Phenomenological structure indicated the use of interviews to better understand the lens through
which participants experienced distance education by providing context for the interviews
(Seidman, 2013).
In phenomenological research, carefully phrased questions provided respondents the most
flexibility to report their experiences accurately and genuinely. In keeping with literature, the
researcher used Astin’s Involvement Theory to provide observable components that participants
could consider (1984, 1985). Additionally, other questions were based in Hattie’s research on
educators’ social needs (2012). Seidman (2013) recommended a purposeful interview structure
with three parts that first established a ‘biography’ of the participant, second provided a
description of the phenomenon, and third to recalled the description for the purpose of ‘making
meaning’ from the phenomenon. Seidman recommended dividing the interview into three
separate parts, due to respect for participants' time and the importance of the recency, the
researcher combined the three interviews into a series of questions. The first question provided
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context for the participant in their job, the second provided context for their home. The third
question provided context for the experience with the phenomenon. From here, the participant
was able to describe the experience and understanding in their personal experience and context.
All subsequent questions guided the narrative, without being obtrusive. The participant placed
emphasis on what they valued and gleaned from the experience.
Questions in this framework provided the basis for a guided conversation for participants.
The guided interview questions provided a ‘minimum’ for all participants, and they ensured a
base-level of consistency among interviews. Participants often offered greater depth and more
complete answers to the researcher, volunteering additional information. This is the intent of the
phenomenological framework to understand each participant as an individual with a biographical
experience that influences the understanding of a specific experience, including responses and
meaning (Henriques, 2014). An interview can provide a description of an experience, but more
importantly, interviews provide a medium for context of an experience (Seidman, 2013).
Purpose of Study: Adding to the Bigger Picture
COVID-19 has caused many schools to close and adopt distance education. Suddenly,
traditional educators are finding themselves teaching in a virtual or distance environment. This
study provides a description of the experiences of educators during this time. Most existing
research focuses on college students; this study focuses on elementary educators. The researcher
seeks to understand distance education factors of both involvement and interpersonal experiences
for public, rural, K-8 educators. Existing literature demonstrated gaps in research surrounding
perspectives of elementary educators. University students’ experiences are well documented (Hu
& Kuh, 2001; Duffy & Kirkley, 2004; Johnson & Brescia, 2006; Kock, Verville, & Garza, 2007;
Kuh, 2009; Hernández Julián & Peters, 2012) and to a lesser extent, university educators
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(Johnson & Brescia, 2006; Lapsy, Kulik, Moody, & Arbaugh, 2008; Lavooy & Newlin, 2008;
Hew, 2014; Poston et al., 2015). Some literature addresses viewpoints from elementary
educators, but as students rather than in an instructing role (Kao, Tsai, & Shih, 2014; Maher &
Prescott, 2017).
Research Questions
The following research questions guided this study:
RQ1. How do K-8 public school educators characterize their involvement experiences
during the COVID-19 school closures using distance education?
RQ2. How do K-8 public school educators identify interpersonal interaction in teaching
practices during the COVID-19 school closures?
RQ3. How do involvement-experiences and interpersonal-interaction impact outcome
and teaching during an extended school closure?
Participant Selection Procedure: Searching for Pieces
Selection of participants drives quality data collection. In this study, the researcher chose
to use ‘participant’- because participants actively participate in the research process. Selecting
the 'correct' term to describe educators who participate in research interviews is
important (Seidman, 2013). ‘Educator’ would be equally valid, but the researcher wanted to
highlight the communication between the two. In fact, as discussed in Chapter 5, the term
'educator' carries significant weight for the participants, one unexpected by the researcher.
Since the researcher wished to represent variances in experiences among elementary
educators during the COVID-19 school closures, the researcher used purposeful selection.
According to Maxwell (2013), purposeful selection is where a researcher will select specific
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participants who have existing rapport with the interviewer. Purposeful selection was used to
both reflect the range of the sample and because the researcher was able to establish meaningful
relationships with the participants so they could provide the most candid answers (Maxwell,
2013; Seidman, 2013). By selecting participants using a purposeful selection method, the
researcher intended to get more honest and complete answers. Additionally, the researcher
sought educators representative of the stratifications within a building.
Current educators whose students were in kindergarten through fifth-grade were selected.
Because of school structures, some educators taught middle school students, including grades six
through eight, in addition to elementary students, these educators were not excluded from the
study. Participants also worked in non-urban, rural settings. The initial participants were known
to the researcher. Additional participants were contacted through interpersonal connections. The
researcher made the initial contact through private social media contacts and through email. The
researcher was mindful to follow IRB protections of participants in recruitment and information.
The researcher developed rapport necessary for understanding personal narratives and meaning.
Procedures for Data Collection
Data collection consisted of the following steps. The initial step was to obtain IRB
approval. After IRB approval, the researcher began contacting potential participants who met the
criteria established for the study. After recruiting potential participants, the researcher provided
consent forms and scheduled interviews following COVID-19 procedures. During the scheduled
interviews, the researcher asked structured questions that followed a phenomenological
framework. Participants agreed to recording the interviews. Afterwards, the researcher
transcribed interviews and sent the transcription to participants for review.
Initial Contact with Participants
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To recruit participants, the researcher initially made contact through private messages on
social media. The researcher was able to start by reaching out to existing contacts who met the
criteria: current, elementary educators, working in public schools serving rural populations. After
the first several interviews, participants recommended additional contacts providing a snowball
sampling, who met criteria. Eventually, the researcher was able to make contact and interview
educators from the target audience. Twenty-four potential participants were recruited and 18
volunteered to participate in the research.
Protections for Participants
To ensure safety of all participants, the researcher sought IRB approval and prepared all
materials and documents for IRB consideration. All participants were adults. Participants were
neither selected nor denied because of specific phenological or physical attributes or traits. All
participants were selected because they were current educators in public rural elementary
schools.
The researcher took steps to provide anonymity for participants. No names, photographs,
or specific identifiable information was recorded or retained. Consent forms were the only record
containing participants’ names, these were stored securely and separately from data. During
interviews, no other individuals were with the researcher. The recording device was an off-line
MP3 recorder, which prevented unwanted online access to voice records.
The researcher provided an option for either an electronic copy or a paper copy of the
approved IRB consent form to read and complete. All participants, except one, requested the
electronic version and returned it electronically. The only participant who requested a paper copy
was able to complete and return the paper copy while practicing social distancing measures and
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following prescribed safeguards for sharing paper. Participants also had the opportunity to
preview interview questions.
Setting and Logistics of Interviews
Given the COVID-19 response based on recommendations available from the CDC, the
researcher’s university enacted a policy to protect students and participants from potential health
risks and required the use of a remote mode for interviews. Following Murray State University’s
policies, the researcher conducted all interviews by either phone, FaceTime, or Zoom.
Interview Process
Having received signed IRB documents, the researcher and participants worked together
to schedule remote individual interviews. Most participants were flexible. Responsibilities to
schoolwork were still a factor; families also affected schedules for interviews.
Although all participants signed consent forms allowing for audio recording, the
researcher again asked participants to consent to audio recording. No video or photographic
recordings were made. The researcher read the IRB-approved introduction script indicating
costs, benefits, and statements about anonymity. Participants were informed that they were free
to leave at any time without consequence. They were informed that they could abstain from
answering any question. After being read the introductory script, the researcher asked
participants if they had any questions. No participant had questions.
Interview Questions
The interview was designed specifically following a phenomenological structure: the first
question is biographical, the second question is phenomenon-descriptive, and the third question
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provides an opportunity to 'make meaning' from the experience (Henriques, 2014). The interview
questions would align with key concepts to ultimately provide a picture for understanding the
overall experience of target educators during COVID-19 school closures. Wanting to provide a
guide that directed conversation rather than a guide that directed responses, the researcher
designed interview questions that were objective to provide consistency in interviews, but
flexible enough for participants to respond meaningfully and genuinely. To promote the
continuity of thought, the researcher reserved the right to ask questions in different order to
facilitate communication, however, to maintain a phenomenological framework, the first three
questions were always asked in the prescribed order.
The first question asked participants about current education assignment. The second
question asked about additional responsibilities, which would provide additional context for their
description of their experiences. The third question asked participants to describe their
experience with the phenomenon, in this case COVID-19 school closures. This helped frame the
mindset for participants to discuss subsequent topics. Some questions were designed to help
guide participants to consider prior experiences to compare them to the current situation. Other
questions were designed to allow participants to make meaning out of the experiences. All
interview questions linked to the research questions of this study. When the participant had
explored each area to their satisfaction, the researcher thanked the participants and turned off the
audio-recorder. Following recommendations of Seidman (2014), the researcher did not collect
additional information after the formal interview because of the possibility of transference.
Transcription
After concluding interviews, the researcher used the audio-recording to transcribe the
interview. The researcher formatted answers for intelligibility, and after asking for permission
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from participants, omitted recasts, pauses, and false-starts. This is not designed to be a linguistic
study; the transcripts reflected the verbal answers provided in the interviews. After transcribing
interview responses, the researcher reviewed the transcript to check for both accuracy and
elimination of typographical and punctuation errors. The researcher also omitted identifiable
information.
To ensure accuracy of transcripts and to minimize researcher bias, the researcher
provided a copy of the interview transcript for the participant to review and suggest edits. Only
two participants asked to edit a transcript, and the edits were syntactical errors possibly caused
during transcription.
Once the transcript was approved, the researcher sorted responses by category coded the
data and added it into the body of data. This provided additional protection for participants.
When sending the transcript to participants, the researcher asked them for a preferred email and
method. All information was stored on a password-protected computer, stored in a locked
location.
Procedures for Data Analysis: Sorting Pieces
As a qualitative study, the researcher used qualitative methods to analyze data. The
researcher used verified transcripts from interviews. The researcher sorted responses based on
corresponding interview question. After sorting responses by interview question, the researcher
coded responses. Phenomenological research focuses on piecing together experiences to create a
bigger picture. The researcher analyzes the who, what, and how of each participant’s reported
experience to see how they fit into a larger context (Henrique, 2014). A researcher’s job is to add
to the whole picture with the puzzle pieces provided by participants. Often, research approaches
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coding as a dissection of information into discreet pieces, separate from the others, however, in
the phenomenological framework, pieces are sorted to look for meaning.
While the nature of phenomenology is subjective, the researcher recognizes the benefit of
having an objective layer to the collected data. To further analyze the data, the researcher
uploaded transcripts into the software program Dedoose to code. Dedoose is a qualitative data
entry platform that allows for importation of transcripts, coding, and analytics. Dedoose has
greater ease of initial use and is comparative in output to nVivo so was therefore chosen over
nVivo (Freitas et al., 2017). Computer assisted qualitative data analysis software (CAQDAS) has
a learning curve. While the researcher manually examined and noted themes in each interview,
entering, coding, and reviewing the same interviews using Dedoose provided additional analysis
of themes across interviews for improved understanding.
Coding: ‘Tabs’ or ‘Slots’
Defining codes that align with themes and descriptions simplifies analysis. Codes are
used as a means, not as an end in qualitative research. The researcher was careful to consider
each participant’s interview holistically before systematically categorizing themes and
experiences. Renaming participants provides protection for them and simplifies the reporting
process. The researcher chose to use letters to eliminate hierarchy among participants. The
researcher omitted letters that are commonly confused in English: letters that are used as
abbreviations in this study, and letters that can be mistaken for words. Participants’ responses
were analyzed in three ways: holistically evaluated by theme, coded using CAQDAS by theme,
and weighted by code based on tone (Dedoose, 2017).
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Initially, the researcher created hand-written, color-coded notes. The first manual analysis
the researcher noted themes found in each interview. The researcher also began making
connections across data sets. The researcher found examples provided by participants that
supported key themes in their interviews.
After completing the manual notes, the researcher uploaded interviews into Dedoose.
There, the researcher created electronic coding keys. The researcher created a set of codes that
aligned with themes from the literature in the order of the research questions. The researcher
added and modified coding while rereading the interviews. After adding a new code, the
researcher returned to previously coded interviews and applied the new code to the data.
Dedoose allows for parent and child coding at different levels, the researcher did not exhaust the
limits of the software in this way.
Dedoose also provides a weight-feature. People have intent behind theirs statements,
sometimes an isolated word can be ambiguous, but by including the context, the information
provides a holistic view of the experience (Shotter, 2006). In this, by including the tone, it also
provides disambiguation in the message. The researcher used this feature to code the tone of
specific themes. To maintain message holistically, tone became valuable in understanding
meaning and maintaining integrity of participants’ experiences. While the researcher realized
that this added a layer of subjectivity to the data, tone was valuable to the message. Additionally,
because the researcher was the only person coding the data, the researcher could apply the value
uniformly to all data.
The researcher defined codes from two sources, an external source, literature, and an
internal source, data. Initially, the researcher used the research questions to define parent codes.
Child codes were identified and linked to the appropriate parent based on literature

59
recommendations. The researcher created new codes based on what was recognized from the
data, assigning them to parent codes pertaining to themes mentioned by the participant. An
additional parent code was created based on its ubiquity throughout the interviews.
Coding tree. The coding tree is based on the research questions established to guide the
study. The research questions are:
RQ1. How do K-8 public school educators characterize their involvement experiences
during the COVID-19 school closures using distance education?
RQ2. How do K-8 public school educators identify interpersonal interaction in teaching
practices during the COVID-19 school closures?
RQ3. How do involvement-experiences and interpersonal-interaction impact outcome
and teaching during an extended school closure?
See Appendix E for the hierarchical structure.
Reporting Procedures
In phenomenology, data is treated holistically and individually. In this, reporting of data
collection should reflect the phenomenological nature of the framework. The researcher decided
to select both descriptive data and experiential data to reflect the narrative-nature of the method.
The researcher included charts and visuals to organize shared ideas and meaning as reported by
participants.
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Chapter IV: Data Analysis
Sorting pieces is a good strategy when beginning a jigsaw puzzle. However, knowing
how to sort becomes equally important. There are different ways to sort, but often color and
pattern take precedence. Additionally, a secondary, simultaneous sorting of edge pieces occurs,
this will allow those constructing the puzzle to have an idea of the frame. In most puzzles, there
are the four corner pieces, these coveted pieces provide a reference point to create connections,
but these pieces are often found only after sifting through many other pieces in the box.
Data from interviews are not unlike puzzle pieces. Each piece is important, and fits,
somewhere within the puzzle. However, finding patterns to sort and find fitting pieces can be a
challenge. Eventually, the four-corners are found, and other pieces begin to fall into place.
Based on the data, the researcher generated four key themes: resources, communication,
outcome, and educator-insight. Distance education presents additional challenges for educators
as they work to continue good teaching strategies, additionally, the researcher defined a fourth
theme to include information important to participants’ experience during the extended school
closures in response to COVID-19.
Participant Background
The researcher interviewed 18 current educators who worked with elementary students to
provide distance education during extended school closures. The educators were experienced,
each with five years of experience or more. They worked at public school in either Western
Kentucky or Western Tennessee and served students from rural populations.
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Table 1 Participant Background Information
Participant

Number of
Subjects
Taught

Grades
Taught

Technology
Available at Home
*school provided

Pre-Extended
School Closure
Technology Use
in Classroom

Participant H

Single

K-8

Internet, Laptop,
Chromebook*

Some
applications,
Class Dojo

Participant J

Single

K-5

Internet, Surface
Pro*

Some
applications

Participant K

Multiple

Limited satellite
internet, no home
phone, went to
school to use
technology

Class Dojo

Participant L

Single

K-8

Internet, laptop*

Some
applications

Participant M

Single

K-3

Internet, laptop*

Facebook (for
school)

Participant N

Single

K-8

Limited, went to
school to use
technology

YouTube to
watch videos

Participant O

Single

3-5

Internet, laptop*

None

Participant P

Single

K-5

Cell phone, went to
school to use
technology

Class Dojo

Participant Q

Single

K-8

Cell phone, went to
school to use
technology

None

Participant R

Single

K-8

Internet, but limited
and shared with
many family
members, laptop*

Remind,
GoogleClassroom

2
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Table 1 Continued
Participant

Number of
Subjects
Taught

Participant S

Multiple

Participant T

Multiple

Participant U

Grades
Taught

Technology
Available at Home
*school provided

Pre-Extended
School Closure
Technology Use
in Classroom

1

Internet, laptop*

Class Dojo,
SeeSaw,
Facebook,
Applications

3

Internet, laptop*

GoogleClassroom
(limited this
year),
Applications,
Chromebooks,
Class Dojo

Single

K-8

Internet, laptop*

Facebook, Class
Dojo

Participant V

Single

K-5

Internet,
SurfacePro*

Some
applications

Participant W

Single

5

Internet, Laptop*

Some
applications,
school website,
Remind

Participant X

Single

4

Internet,
SurfacePro*

Some
applications,
online textbook

Participant Y

Single

K-8

Internet, Laptop*

Some
applications,
PowerPoint,
YouTube

Participant Z

Multiple

Internet,
SurfacePro*

Class Dojo,
Google Drive

K

Table 1 provides background information on the teaching requirements and resources of participants in the study.
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Overview
The response to COVID-19 evolved rapidly:

“That Thursday afternoon, we got an email from our superintendent, saying ‘We
are going to stay open. It's all-hands-on-board. We're going to clean.’ Literally, an
hour-and-a-half after he sent that email to faculty and staff he sent another email
saying, ‘We’re closing, tomorrow will be your last day’,” (Participant Z).

Initially, some participants expressed disbelief, “The first part I felt was shocked. I was
just in shock oh, “What am I supposed to do with myself? How am I supposed to help kids?”
(Participant M). Many educators were rushed to gather supplies, “There was a scramble, even for
me, … to get materials printed and get materials distributed to all of my children before they got
on the bus,” (Participant L). By noting commonalities among responses, the context for the
following themes becomes clearer.
Providing internal stability when external ambiance is unstable is important for districts
and for students. Holistically understanding educators’ experiences can provide insight for
providing support in the most efficient way possible and providing a complete picture to frame
the collected data.
Resources: Materials and Time
Appropriate material preparation and pacing are good teaching practices according to
educator evaluation rubrics of the Kentucky Department of Education (Danielson, 2017) and the
Tennessee Department of Education (2018). Adapting materials and managing time demonstrate
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innovative practices. Educators demonstrate innovation when preparing activities and materials
for their students, especially during extended school closures. When discussing resources, the
researcher divided the topic into two sub-topics: materials and time.
Frequency and Analysis of Materials
The category of materials was further divided into technology-based materials and nontechnology-based materials. Technology-based materials were mentioned 254 times by 17 of the
18 participants compared to non-technology-based materials, which were only mentioned 69
times by 15 of the 18 of the participants.
Technology-Based Materials
Using technology effectively, being able to work with students in a virtual setting during
distance learning to provide continuity of teaching becomes important. But, like all teaching,
interfacing with technology is a skill:

“Some teachers are better at facilitating that structure and a Zoom structure with a
lot of kids. They will purposefully popcorn around and ask all of the kids questions
or things like that and others are just a free-for-all and it's really stressful,”
(Participant J).

Lesson continuity was easier for teachers who were able to interact online:

“after we read, we unmute because we mute while we read. We talked about the
characters or we talked about the setting, or... I teach it. We make predictions about
what's going to happen. We talk about feelings. What I'm doing virtually, is number
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one keeping them motivated, and keeping that connection. Because for me that's
the thing they're missing the most, that's the most important” (Participant T).

For younger students, communication with parents was important, “…every year I create a
Facebook page for my class. I have been able to communicate with them that way and I have
been able to share updates. Each week I would post journal writings for them to do,” (Participant
S).
Also, students needed help with technology procedures:

“you would post all of the stuff, and I would put it on the Google Classroom, and
the kids coming to the Zoom meetings were the kids with the technology, and I'm
posting in remind, I'm posting on Facebook page, and in the Google Classroom, the
link and the password to get into the Zoom and I'm getting multiple phone calls
asking what the code is to get into the Zoom. I would cut and copy and send it to
them in a private online message. Each week the same people would have the same
question. And I would tell them: it's the same link you used last week. We didn't
really start Zoom meetings until probably the second or third week. So, the first
week we didn't do Zoom meetings,” (Participant W).

Participant W added:

“They had a lot of difficulty with this. We had kids that were saying that they didn't
know how to get on Google Classroom, although they had been getting on Google
Classroom all year. They said they couldn't get on, or the internet wasn't working.
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Or whatever. I had a lot of phone calls or Zoom meetings with people walking them
through the steps of adding a class,” (Participant W).

Teachers are acutely aware of the limitations of their students at home. 16 of 18
participants worried about students not having access to supplies at home. “…it was kind of hard
to know what kind of materials the students would have at home. Some of them, it would take
them a while to find a pencil…or anything,” (Participant V). Even support from home was an
issue, when talking about an activity to support the learning she presented:

“I tried to give them options as far as if they had a partner or if they didn't have a
partner, if their parents did it with them; if it was a whole group you could do this
in a circle…for you if it's just you, and you can do it in a line,” (Participant J).

“40 to 50% of our students don't have internet capabilities, so we couldn't use it as a
primary source...because so many students don't have internet at home,” (Participant K).
Being able to adapt materials to meet students’ needs based on available resources takes
time and planning:

“We also went on a virtual field trip essentially. We were supposed to do an animal
unit after spring break where they do a wax museum at the end of the unit. They
pick an animal to research. It's a two-week long unit and it's our nonfiction writing.
I was struggling with how to make that into a technology that we could use. So we
went on a virtual field trip to Seattle Aquarium” (Participant Z).

Some educators have found a new love for technology:
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“One of my colleagues has read stories out loud and has done some specific
language activities and is posting those for the school Facebook page. I have fallen
into doing that too and...man I never thought that was something I would be able to
do. And I love it! I feel that it has been a cool thing… Being able to connect and
saying to a child ‘Come along with me and let's do this together’ even though they're
watching it on a screen- so that's totally different,” (Participant L).

Participant J shared the sentiment:

“I used to think it was hard to make videos and show people where everything is;
those videos that I used to see and think, wow I couldn't do something that oh, now
I do. And people are asking what are you using to record your videos? They've seen
some of my videos and I really love this,” (Participant J)

Educators have had mixed feelings about technology, some have appreciated the
opportunity, and some have loathed this experience:

“Made it to about the second week, and I was sick of being behind a computer. I
did not choose a profession that put me behind a computer. That is not okay. That's
not my forte. I don't like it,” (Participant Z).

Educators have indicated fatigue on the part of their students:

“When we get back together, these kids are not going to want to be on a computer
anymore. That's what they've done for eight weeks…. and they are tired of it! They
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don't want to do anymore...The kids say things like ‘I just want to sit and read with
you’…and I tell them that I understand and I get it,” (Participant T).

Technology-Based Applications and Programs
While 17 of the 18 participants included mention of technology in their interview, some
applications and technology platforms were more frequently mentioned. Zoom was the most
mentioned application. The “other” category includes four different applications with four or less
mentions each. Nine different applications were mentioned: Zoom, GoogleClassroom, Facebook,
ClassDojo, Microsoft applications were mentioned five or more times each. YouTube, Remind,
SeeSaw, and Castify were mentioned only three or four times.
Non-Technology-Based Materials
Very few non-technology-based materials were mentioned. Some educators understand
their students’ lack of access:

“There were some offline lessons as well because we have about half of our
students, maybe two-thirds of our students, who are paper packet. Some of them
are both but they also opted to have a paper packet as well as online. For those
students I told them to do online things because our online things are able to be a
little bit more interactive. The paper packets were basically worksheets, which I
don't use. Ever…it's not the way I teach, but at least they're reinforcing some things
that they've learned. It meets the standard for what we were asked to do,”
(Participant J).
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Time and Routine
In addition to materials, time is a resource (Astin, 1984). Using it efficiently is a mark of
innovation. Creating routines is a sub-set of time as mentioned by participants.
Frequency and Analysis of Time
All 18 participants mentioned time. The interview asked time-related involvement
questions. Participants often qualified time expenditure as ‘different’. Additionally, 15 of the 18
participants cited developing a routine. Routines varied from participant to participant.
Time. As a part of their job, educators constantly adapt materials to meet the needs of
their students. However, modification takes time. In this, ten of the 18 educators indicated
an increased time requirement at the beginning of the school closure:

“during this time when we were initially getting started, it was a little overwhelming
to me….having to look at teacher content, so I tended to go toward the resources I
had already downloaded. And resources that were here at my house... typing
resources that I could provide to the parent,” (Participant L).

Participant Y also discussed planning:

“I brought home materials. I was finishing lesson plans, with the thought process
that okay I'm going to have to have (lessons) when I go back: because I was going
to go back. I was pre-planning and getting ahead … and we came back, and things
changed so much, my time commitment changed too. I had to make those videos,
and I had to sit down and re-plan it—to figure out how to make it something that I
could present online,” (Participant Y).
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The schedule for preparing lessons was faster-paced than traditional school:

“We had to have two weeks the first week. We were still working on getting those
loaded into student classroom, we would be in week 2 but we would be on weeks
3 through 5. It would be week 3 and they would say, ‘Okay we need to get ready
for that next packet pickup.’ It was confusing.” (Participant X).

Parents were having trouble adjusting to distance education. Many educators expressed a
gap in parent knowledge of online platforms. Many educators expressed that initially, extra time
was spent supporting technology questions, “What's the password? They use the password every
day in class. That was very frustrating. I think they tried to pull the wool over their parents’ eyes
just so they could get out of doing it,” (Participant W). Teachers tried to support parents as they
were adjusting to online resources:

“Teachers to try to make it easy for parents. We tried to communicate with parents.
And it basically turned into a huge spiral in that okay now I have to create a video
on how to access Google Classroom. Parents aren’t able or willing, they're
frustrated as well. And rightfully so. That's a lot on parents. They aren’t going to
take the initiative to go to YouTube and look up a video when they run into a
problem. They're going to email us. Well for a homeroom teacher that has 25
students oh, you have 25 parents emailing you. We have 450 students, so we
became very overwhelmed with parent communication: this isn't working, this isn't
working, this isn't working…So I made a video on how to access Google
Classroom. I made a video of where everything is and I tried to make it as userfriendly as possible. Kind of a one-stop-shop for communication. So that was really

71
hard with having to deal with technology and frustration. I want to make things
easy for parents but I'm not having time to create valuable lessons for my kids
during that time” (Participant J).

Some educators did not have as many technology problems, they developed classroom
procedures for technology with their students at the beginning of the year:

“(Students are) very tech-savvy. They could figure it out. They had no trouble. We
have done enough with our Chromebooks at school that they know if it doesn't work
the first time to back it up and come back in and try it again. At the beginning of
the year they'll say something like oh it doesn't work the first time and then we
practice...like, turn around and come back in. They're pretty good at problemsolving,” (Participant T).

Less time. Initial time spent to plan was more than usual, but once materials had been
adapted, the time commitment lessened:

“As far as planning and getting things together, I went to the school building right
after all of this happened. I spent a ton of time gathering materials that I used. I
gathered worksheets and workbooks that I use. I picked several each week. I chose
concepts that would cover a lot of bases, for all of the kids that I serve. The time
spent wasn't as much, usually when I'm at school--time dictates that I’m with the
kids all the time,” (Participant U).

Planning for fewer groups has lessened time for educators:
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“I may not be putting as many hours as I was in the classroom. My preparation is
close to the same but not quite as much. I'm not planning for five groups for reading.
I'm not planning for three groups for math anymore. It's not taking me as long to
plan …Some people may be spending more time, but I'm spending less time
because I'm not planning for these groups. I'm not having to grade anything now
either.” (Participant K).

Participant Y discusses downsizing from 27 groups to two each week:

“My shift went from preparing nine lessons a week that I taught three times each,
to one lesson for my lower kids and one lesson for my upper kids. That was it. As
far as that time commitment it definitely changed. My planning time shifted a lot.
I had to revamp how am I going to present this? Not only did I only have to do one
lesson for age group, I had a time constraint. It was only supposed to be so long. I
had to really think about how am I going to get this in in the time that I'm allowed,”
(Participant Y).

More time. Some educators reported spending more time in distance education than at
school. “The time for this, I couldn't even, it would probably triple it, than to do it at school
(Participant Z). Participant R echoed:

“Prior to the last two weeks, I put way more time in. Creating videos and materials
that have been shareable has been a challenge, some of our students do not have
technology and I've had to think about what resources they could see. And I want
to teach a lesson that they like so they want to come back the next week. Including
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recording all the videos, calling all the students, it's been a lot of time,” (Participant
R).

Participant Z added:

“The time commitment was crazy. There was never an off-switch. You get that at
school; there many days that I stay later or I get there early, but you get home. But
when you give parents your cell phone number, I mean, I had parents texting me at
10:30 at night. There's never an off-switch,” (Participant Z).

Routine. While initially, most educators reported spending more time, as the extended
school closure grew, educators recognized the need for routine. Routine is important for
educators in the classroom. Routine is efficient and students know what to expect. Distance
education forced educators to change their routines. Once educators could adapt to distance
education, they differed in whether they were spending the same or less amounts of time. “I've
had some time to sit down and think about it. I've been able to have more uniformity, and it has a
little more pattern. I'm able to be more organized,” (Participant K).
Some educators created a weekly schedule:

“I'm probably not putting in quite as much time. It's different. most of my time is
spent making phone calls. I call parents on Mondays. On Tuesday I call parents I
couldn't reach on Monday on Wednesday I call parents I couldn't reach on Tuesday.
Thursdays I work on my packets and get them ready to mail.” (Participant P).

Participant T also discussed the importance of a schedule:
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“Once we got our schedule how we're going to do things we have been the same…
you need the consistency. It's better to have it the same from week to week. We're
still going to do different things, but we have a schedule it's better…It gets the
students into a routine…They can check (lessons) off the list,” (Participant T).

Participant L shared only just having started having time to expand lessons:

“Only this week, I have started to look at teacher content and send messages to
parents saying ‘You remember Mrs. so-and-so's message on this…. one of the
language skills you could use would be this way’ and I went that direction.”
(Participant L).

Often, the routines developed by educators reflected the needs of their students and the
parents, “I made my Zoom meetings at night, so that way working parents would hopefully be
home at that time. So, parents would be there, and if a kid needed any help someone would be
there who could help them,” (Participant W).
Communication: Social Interactions with Colleagues, Students, and Families
Communication is important. State teacher evaluation rubrics include collaboration and
communication in exemplary teaching techniques, (Danielson, 2017; Tennessee Department of
Education, 2018). Furthermore, communication is a key element in leadership. Communication
with students and with colleagues are common throughout the P-20 continuum, but in the
elementary setting, parent communication plays an important role in student success.
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Frequency and Analysis of Communication
Communication was mentioned by all 18 participants. The researcher asked specifically
about communication. Responses to communication was sub-divided into three categories, and
sub-divided again. The first division was divided by audience: colleagues, students, or parents.
The first group comprised of colleagues, other educators, either in the same school system, or
from a different system. 17 of the 18 participants discussed communication with colleagues, and
of those 17, all of them discussed communication with colleagues within their districts. The
second group was student communication. Even though there was less frequency of studentcommunication response, all participants discussed, at some-level communication with students.
From here, student-communication was further divided into directionality, either one-way or
two-way communication. One-way communication was described by 14 of the participants while
bi-directional communication between teachers and students were described by 15 of the
participants. Educators were also asked about their perceptions of student-to-student
communication. Some were able to discuss how students in their virtual classes were able to
interact with each other, but others could only report on observations. Overall, 13 participants
were able to comment on student-to-student communication. Communication with students’
parents is the last category of communication, 16 of the 18 at least mentioned communicating
with parents. Communication with colleagues, with students, and with parents are key elements
in distance education.
Communicating with Colleagues
Several participants indicated an increase in communicating with colleagues outside of
their building, “we've had video conferences with each other about once every three weeks or
so,” (Participant L). “Those types of administrative meetings are still going on,” (Participant M).
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“I do check my emails every day. My principal is likely to send the morning email and then
sometimes an afternoon email. I check it twice a day,” (Participant K).
Having good relationships with colleagues before school closures was helpful for some
participants, and those educators continued to communicate during the closure, “I have a lot of
groups that I text with. We share a lot of information both personally and about school. And we
were good before COVID-19 and we continued through this process” (Participant M).
Some participants expressed a preference to virtual communication:

“Email has been the best with communicating other teachers. Staff meetings and
faculty meetings on online, I kind of like the format. … It feels more functional. It
doesn't get off on tangents and our principal is able to answer the comments and
address the comments that makes sense to him. … I think people think more about
what they're going to say …and everybody can read it. So our faculty meetings
have been once a week and much better than before,” (Participant J).

Colleagues helped each other learn new things during the extended school closure, “I am
very very thankful to my colleagues, ones that I know personally, and ones that have been
posting help,” (Participant L). “There were times that I felt like an island there, but I had a lot of
help from teachers and upper grades were supporting me and sharing things with me, things like
that,” (Participant Z). “We have really good communication and for example with our tech
director...he was able to unlock some of the things so we would have access to things like Zoom.
Really, it was a lot like peer tutoring,” (Participant X).

77
Additionally, some educators who regularly meet individually with students, found
different ways to communicate with them:

“I have had some who have reached out to me with concerns about students during
this time. They have either emailed me, or they have texted me because a lot of us
have each other's numbers. If there's been some individual student issues, as far as
that goes they reach out to me, to try to take care of those that's some of our students
might be having” (Participant Y).

Communicating with Students.
Distance education created challenges for educators as many reverted to traditional
teaching models. Several participants noticed and commented overtly on uni-directional
teaching, “the students were not interacting with each other on Zoom. It was all teacher-child,
teacher-child, teacher-child,” (Participant M). While others did not state the uni-directional
nature of the teaching, they stated that there was a lack of student-initiated communication. Some
educators noted:

“They really wanted to interact more socially with each other, which is really cute,
in the comment section. They were finding ways, saying ‘I didn't understand the
question,’ or ‘I didn't understand how to get the answer’… ‘I didn't know how to
get to my test...” (Participant X).

Good teachers create opportunities for students to interact. These opportunities provide
younger students to practice leadership. Some educators used variances in participation to their
advantage, as an opportunity to promote student-to-student interaction:
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“my students who were present that day…were in charge of disseminating
information to the other four students… The teacher reported back to me that that
was amazing. Those students were reliable, they took charge …They explained to
their peers what the next steps were going to be and it worked well,” (Participant
M).

Good teachers know that social interactions between students improve learning outcome,
(Lavooy & Newlin, 2008; Danielson, 2017; Tennessee Department of Education, 2018). After a
shared virtual fieldtrip, the participant expressed how they modified content to work for distance
education, discussing students’ alternative to a written research project:

“We just took turns over Zoom and it was really cool to see them interact. For
instance, this one kid said, ‘Well, I picked the clown fish too, but I decided that his
habitat was dah dah dah dah dah …’ So then we had to go and research which one
was correct. It was kind of cool where it led. It was more interactive,” (Participant
Z)

In the classroom, educators work to design lessons that require students to work together,
and, some educators design classroom environments that promote spontaneous student-to-student
interaction. In distance education, promoting student-to-student interaction presents a challenge.
Several educators noted instances that worked well to promote student-to-student interaction.
One educator described an experience that was:

“not a Zoom but a chat in Google Classroom. One day a student was asking
something and before I could even answer another student jumped on and said, ‘no,
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here's what I found’ and included a resource and that was great. That was great and
you know, they're pretty savvy,” (Participant X).

Some educators, by the nature of their work, are not allowed to provide student-student
interaction, “Because we have to follow the laws that guide IEP's and confidentiality, we can't
hold groups,” (Participant U). However, some educators are trying to keep connected with their
students, but distance education has posed challenges:

“The biggest one, was one-on-one support. That's what I'm struggling with right
now. It is difficult to give. Especially if you can't even reach them. I had kids who
would struggle in a classroom …now, they're without that. Their parents may or
may not be supporting them so it's just hard to tell over the phone,” (Participant P).

Communicating with Parents
During distance education, 14 of the 18 participants indicated that they had to regularly
contact parents. Contact differed among participants, among parents, and even from week to
week. Technology provided different options for contact. “I love Class Dojo because I can talk to
parents,” (Participant T). Calling parents takes time. One educator indicated the amount of time
spent calling, “It's different. most of my time is spent making phone calls. I call parents on
Mondays. On Tuesday I call parents I couldn't reach on Monday on Wednesday I call parents I
couldn't reach on Tuesday,” (Participant P).

“I have some parents where it'll ring twice and then it'll click into voicemail which
means that they didn't want to talk to me but at least I tried. Sometimes I will call a
parent and we'll talk for 45 minutes,” (Participant T).
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Parent contact provided additional insight for educators. Parents were having to make
choices with the resources they had available, “those kids who have older siblings, they trumped
them as a (elementary student). You know parents when you have a junior they've got to get
stuff done,” (Participant Z).
Educators also want to support parents during the extended school closures. “I’m
currently providing as much information as what I do to the parents and giving them the
resources for helping their child excel,” (Participant U). Participant V commented, “I was glad I
got the chance to talk to the parents, and reach out to them. I wanted to let them know that I'm
here for you for whatever you need.”
Outcome: Using Feedback to Inform Teaching
Teachers continually adapt and modify in the classroom. Good teaching is data driven
and responsive to students’ needs, (Danielson, 2017; Tennessee Department of Education, 2018).
Some educators discussed how feedback would impact their teaching and would impact the type,
number, and length of subsequent posts and uploads. Using feedback to inform teaching
demonstrates implementation within P-20 continuum. Feedback drives implementation.
Feedback provides the tangible measure for impact and outcome. Feedback comes from three
sources: from colleagues, from parents, and from students. Feedback can come in the form of
overt comments, ‘likes,’ online Facebook emoji indication of positive reception of uploaded,
linked, or posted work, shared work, and participation. The presence or lack of each of these also
impacts subsequent implementation.
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Frequency and Analysis of Outcome
Feedback, in terms of outcome, was mentioned by all 18 participants. Feedback was subdivided into three categories. Like communication, the first division was divided by audience:
colleagues, students, or parents. Coding for feedback also included a weight. While all feedback
drives decision-making, feedback was coded for either positive or negative as described by the
participant. Feedback was more positive than negative, by almost 50%. Colleague feedback from
fellow teachers, from administrators, or from discussion boards and
forums were reported in 16 of the 18 interviews. Parent feedback was coded in 16 interviews.
Participation as feedback was mentioned in 14 of the 18 interviews.
Colleague Feedback
One participant responded about using professional forums specific to content area
outside of the district:

“Once I got that I was able to share it with others. I got feedback and I shared it on
one of the classrooms, the other teachers provided feedback saying, ‘Oh I was glad
to see that. It gave me that confidence.’ And it every week since then able to go
into those resources” (Participant H)

Participant N remarked that after watching one of the videos they created, “I have had a couple
teachers tell me, ¨I'm going to do that with my grandchild¨.”
Parent Feedback
Some participants were parents themselves, they empathized with parents and relaxed
some of the requirements that they had placed upon their students:
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“I am not posting as much now as I had at the beginning. I have noticed that only
four or five kids are even doing it. I am comparing it to my daughter's teachers.
They have said the same thing. They have all decided that we're giving less because
all except for just a few, have just quit,” (Participant S).

“I have seen comments and shares from parents. And if the parents are sharing it, I think the kids
are watching it,” (Participant Q). Sometimes younger students were not able to post online and
parents or caregivers would have to reply, “I did not get a whole lot of responses in those forms
(student messages). I did get comments back from some of my parents--especially my younger
ones, about how much the children enjoyed reading the books,” (Participant Y).
Student Feedback
Student feedback is divided into three sub-categories. Educators used feedback to answer
a series of questions (a) are students able to access the content (b) do students like the content (c)
are students learning from the content. These questions relate to resources, motivation, and
assessment, which are key elements in educator rubrics (Danielson, 2017; Tennessee Department
of Education, 2018).
Are students able to access content? Some educators do not know if students are able to
see their content, “We're not keeping grades. They want us to give the students the opportunity to
learn if they want,” (Participant Q). Being able to receive communication from students and
parents provides satisfaction for educators, educators commented, “It's been nice and I do
appreciate that feedback when I get it every now and then,” (Participant H). “I've had several
parents message me back telling me what their child said. I think that was a cool thing. I have
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also had parents message me back and quote what the child was saying to them…” (Participant
L).
Some educators recognized the challenge that many students face to provide feedback,
and instead of being ‘put-off’ by it, they embraced it as an opportunity to be more personable and
supportive, “Without being able to read them, face-to-face like that, I just wanted to make it
where it would be funny and fun—even if they didn't do the (lesson) just something they might
enjoy. Just seeing and knowing that “Yes, we're still here”, and we still care about them and this
is something they can do if they want to,” (Participant N). A participant shared:

“talked to a parent that she's friends with, her daughter’s in kindergarten, she had
clicked on one of my videos to prepare it for a daughter. Her daughter from the
other room heard my voice and came running in with a huge smile on her face
because she heard my voice. And she was so happy because she got to do a lesson
with me. It brought tears to my eyes. That's so great. I miss my kids so much!”
(Participant J).

“What's funny is I've had more grown-ups watch the videos. I've had grown-ups come to me and
say ‘that was the best lesson I've ever seen on plural -s.’,” (Participant M).
Do students like the content? Positive feedback provided positive tone when
considering next steps for lessons:

“then, I transitioned. once we were working from home, I was able to use the
technology. And then the parents were able to understand and got the flow for how
things worked. And the technology problems are mostly worked out. I had more
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time to create more videos of me, and lessons like I actually teach. I took my spring
break and recorded a bunch of videos. I used my little books from home from my
daughter's stash, and a bunch of my stuff too, and I wrote a little song for example
Llama Llama Red Pajama. I read a couple pages … try to make it like I was in my
classroom, and my students were in my classroom with me. That felt good for my
teacher heart. And I felt like I was doing a better job for my kids…I did get a lot
more comments when I started teaching like me. and I felt like I was providing
more in-depth lesson in a lesson that my students probably would participate more
in and not just go through the motions,” (Participant J).

Being true to one’s education style is important for educators, “I get to joke around with
them like I do in class—and I've been missing that,” (Participant H).
Commenting on a student’s feedback through parent contact regarding video-lessons:

“They love them! I received a message from a mother about her son and how he
was missing those activities, we finished them last week. So, I may have to start
doing some stories to placate the kids over the summer and make some more
videos,” (Participant U).

Are students succeeding in the lessons? Having a way to access returned work was
challenging, especially for student show did not have technology, after a student completed a
page, “…then the parents would take pictures and send them to me or we had time at school
where they could bring the paper back…” (Participant Z).
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Additionally, by not having feedback, educators worry about what to plan next for their
students, good teaching is based on student feedback, without student feedback, good-teaching is
not possible, (Danielson, 2017; Tennessee Department of Education, 2018). Trying to connect
new learning to previously mastered skills, one participant commented:

“everything is off-kilter. I am having to gauge the…lessons that I'm putting out
there, with blanket goals. It's like throwing seed out. I’m trying to cover the entire
ground, I'm hoping that some of it will stick someplace, but I'm not really sure if it
will stick. It's frustrating. It's frustrating trying to look back to right before we got
out and think about where those kids were, The last time I saw them, and as far as
far as I know I don't know if they've gotten better or if they've gone backwards,”
(Participant U).

Adjusting the amount of work assigned is important for teachers, “we're trying to be aware of
how much we are giving them and we're trying to be aware of the fact they’re at home,”
(Participant H). Additionally, “based on my communication that I have had with the students, I
think it kind of overwhelms them to have so many things,” (Participant R).
Assessments were a challenge in distance education. One participant scheduled a virtual
test for a student:

“I knew she knew this; I just needed the proof for it. What I did instead, is I shared
my screen with them, they could see the online test, and I verbally asked them to
point or tell me…they did so much better that way,” (Participant Z).
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Academic honesty is always a question when educators cannot see their students, “…as
far as NTI with 80% participation and you had to have a way to document it ... we don't want to
do paperwork for the sake of just having paperwork. So we came up with the participation sign
off form,” (Participant J). Another participant commented on what a colleague from a different
district mentioned:

“How do you know who's doing the work?...if your kid is all of a sudden turning in
papers that are amazing, by the time we were out, you know your kids. You know
who's doing what. You know where their strengths are and…. Nope. they're not all
of a sudden soaking it up and getting it,” (Participant T).

“I know of many situations where people would get other people to do their work for them... I
don't think there's a lot of academic integrity online,” (Participant W).
Some feedback increased opportunities for personalization of the learning experience,
one educator recounts:

“I had one girl who wanted more math. I was talking to her mother and her mother
put her on the phone with me and that's what she told me, ‘I want more math work.’
I found Khan Academy math. I sent that to her. When I called just the other day, I
talked to the mother again and asked how she was doing with the Khan math. And
she said she already finished all her (this grade) stuff and now she's on the (next
year).” (Participant K).

87
Participation
Participation is mentioned separately from feedback because it was mentioned frequently
by participants. Seeing student feedback and participation helps inform instructional decisions in
the classroom. In distance education, feedback may provide less information on ‘mastery’ and
more information on ‘completion. When talking about student work, the educator replied
“…about four, on a regular basis, will make <sic> a picture of their work. They’ll email it or
they'll send it to Dojo…” (Participant K). Feedback from parents of students make a difference
in outcome for educators, “I've seen a picture of a student in front of a screen watching one of the
lessons. But direct student feedback no, but I know they're watching. I've gotten a lot of feedback
from parents too...and other teachers,” (Participant N).
Participation is an issue for classroom teachers:

“My highest, during the week I got 20 kids to attend a zoom at some point. I never
had 20 at the same time. Maybe... My morning ones I would have the most and I
would have maybe 10 to 12. My evening ones would be like 5(o’clock) or 6
(o’clock), depending on their parents work schedule. I had about eight kids that I
never saw on a Zoom,” (Participant Z).

“I have provided videos; I have provided a virtual (class) program. That hasn't gone over
too well. It's hard to get participation. Out of 180 kids I may be getting eight who give
feedback.” (Participant O). “… at the beginning we were getting between 20 and 25 kids--every
time we had a Zoom meeting. Once the State Department came out and said,… ‘the grades aren't
going to count,’…and my Zoom meetings went down to five or six.” (Participant W).
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Divide and conquer. Four of the 18 educators mentioned pairing with colleagues within
the building or district to work together and provide content for students. Some teachers split the
work according to platform, “We split it up, it helped. I did the reading videos, and the online
videos. And the other teacher did the math videos. we were able to divide and conquer”
(Participant Z). ….others divided or combined lessons. These experiences were positive for
educators. A colleague approached a participant, “when she said that we needed to combine our
classes, I thought this would be perfect—it would kill two birds with one stone,” (Participant V).
Educators’ Insight
In addition to resources, communication, and outcome, educators mentioned information
important to their experiences. This additional information has been added to a fourth category
that demonstrates diversity in education. Educators know their students. In the phenomenological
framework, data is analyzed holistically, in this the following elements have been included. All
18 participants provided additional information related to distance education.
Being Human
Distance education has allowed some educators and students to become closer, and more
human. Seeing student in their homes provides additional opportunities for being personable:

“one Zoom with the first grade was so adorable. It was seven at night, … and they
were all in their jammies and they just got out of the shower with wet hair and they
were so adorable, and it was like 7 and I'm sitting thinking, ‘hmm, that’s kind of
late for a Zoom.’ But it was so precious to see them in that setting, and they were
like ‘Hey’…‘hi.’… they were asking about their friends. ‘Where’s so-and-so?’ and
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that was so sweet that they were worried about where somebody was because they
didn't see someone who sat at their table,” (Participant J).

Another teacher schedules storytime, “Then the same nights at 7 we read … my favorite book to
read at the end of the year. I may have 5 kids I may have 12 kids... But we read. We pile up in
our beds and we read. They are pitiful they just need that interaction.” (Participant T).
As educators show who they are, students are able to share as well:

“They would put pictures. Someone had a litter of kittens, she said ‘Hey guys look
at my kittens.’ Then the other students would talk about their pets at home. They
use it as a way to keep in touch with each other. I learned a lot about my students,
Actually. Because in class, in a regular classroom, we're in the middle of a (lesson)
and we don't have time to listen to a story about kittens. But if you can just leave it
there, in a comment section” (Participant X).

One participant included a family member, “I'm thinking I'm probably just boring to watch. So, I
brought my granddaughter. I knew she would amp up the game. I just wanted to be nice for
them,” (Participant N). “Our students see us as...as a person. I usually do Zooms at my desk. I
made myself a desk. But when I read, I'm in my bed. Because it's cozy. And they want to go to
their beds…” (Participant T).
Student-Awareness
Educators spend between 1204 and 1260 hours with students each school year (U.S.
Department of Education, 2007). Educators worry about basic needs of their students. They are
aware of the importance of meeting basic needs before learning can occur (Payne, 2003;
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Taormina & Gao, 2013). They are acutely aware of challenges that students face. Many of these
challenges are magnified during distance education. One educator talks about her school’s first
response to the closures:

“Initially, we were advised to ask parents, ‘what do you need?’, ‘are you getting
the lunches?’ ‘How can we help with that?’ It was more about basic needs than
academic content. We were making sure everyone was settled in and then we can
move toward the other…’schooly’ things,” (Participant L).

Educators are aware of parents’ limitations, “the problem with our school is we
have 85% free and reduced lunch, our parents usually only have a certain amount
of minutes on their phone. You don't want to use up their minutes” (Participant K).

One educator recognized the priorities of her students’ families, understanding that
education was not one of them because, “I have one child who lives in a shed,” (Participant Z).
“There's a lot of students and you feel that school is the best place they can be. They're getting
their meals, they're getting love, they're getting things they need that they may not get it home,”
(Participant Q). Worrying about basic needs, 39% of participants report being involved with food
delivery program during the closure. “I helped deliver meals on the bus. I was able to see some
of my kids.” (Participant P).
Educators often provide items necessary for academic success for all students, but when
educators cannot be there to provide these necessary materials:

“We started to think about some of our students who didn't have good support
systems at home. We started to worry about if even it was a simple… lesson, are
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they going to have crayons at home? Are they going to have instruments at home?
Are they going to be able to do things for us? So, we started gathering materials
that we could send home with the children. So, we sent home bags full of crayons
and stuff, and markers, and went around to the rooms to make sure everybody had
supplies,” (Participant J).

Educators are acutely aware of their students’ situations. They worry about them.
Distance education creates additional challenges that are usually invisible and mitigated at
school. Accessibility to resources becomes particularly challenging for educators who want
students to continue learning while at home:

“my main concern was…. if you came into my classroom, it is just overflowing
with… supplies... my main concern was, are these kids going to be able to create
this? So, my main goal was creating…lessons, selecting… lessons that were some
kind of project that they could do with the resources that they had at their own
home,” (Participant N).

Another educator remarked about the divide between students who had access to
technology, those who were more apt to participate, and those who did not have access, and
those who were less likely to participate, “they are picking up our packets, our online is less than
40% pretty solid. We have 60% poverty. So the lines are pretty clear. They are the ones who are
missing the learning.” (Participant O). “A lot of our students don't have access to the internet. So
a lot of times the teachers will send him packets and the packets are usually review but I go
through and modify the packets for my kids,” (Participant P).
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Another participant noticed similar trends:

“You're going to have some of those families, that no matter what you do, they're
not going to make the effort to get anything or go anywhere or put anything through.
Unfortunately, it's the same group of kids, the same families oh, it perpetuates
through the years. That's the way it was for their grandmas, their moms, and it is
for them. This scenario, in Virtual learning we will lose a large population that
needs that contact with us-and at a social-emotional level too.” (Participant M)

Stress
The COVID-19 response coupled with extended school closures adds stress for families.
Educators are perceptive to this fact:

“I can tell with my students, with some of the interactions that I have had, that
they’re over this. They're doing good just to get through what they have right now,
and I don't want to add something else for them to do.” (Participant H).

At first, “I know a lot of parents felt that way too, with NTI.. I just need to take care of my kids,
school is second” (Participant J) Parents are struggling, “I know they have several kids in school
and they don't want to spend all of their time on the telephone. I get that. They don't want that.”
(Participant P). “I have one child who is one of eight. So, if you think, that one … teacher is
doing two Zooms a week, and you do it with eight kids, that's like 16 Zooms” (Participant Z).
“I'm just seeing them really trying to be there for each other socially and to talk to each other
which is precious and sweet,”(Participant J).
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Rural Challenges
“The rural area has specific challenges. It's quiet and peaceful and I love it, but internetwise it's not good,” (Participant K). Some families have connectivity, but the bandwidth is not
sufficient to meet the demands of certain applications:

“I think all students had some access to Internet, but not all students had bandwidth
to be able to watch videos. It was spotty, they couldn't get stuff to load. Some people
were trying to load it on their phone and it just wasn't working,” (Participant V)

“They live way out—we’ll say the Boondocks, and that widens the gap. They don't have internet
and there's nothing we can do for that,” (Participant W). “I have 15 kids…I had 6 that could get
on and I had two that it was sketchy. More got internet after this started, (the internet company)
brought it down the road.” (Participant T).
However, this extended school closure has provided an extra opportunity for some
students, time with their families:

“students are learning real-life skills that they didn't have before. Their parents
have always been too busy to cook but now they have more time and they have
time to cook with their kids. They're having time to learn how to do things around
the house, like laundry. This closure has provided different opportunities for
students.” (Participant S)
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Looking to the Future and Educators as Innovators
Although not a question, or a prompt, 94% of participants mentioned the future, talking
about what they will change either because of their experience to incorporate into the classroom,
or prepare for additional school closures.
Although sentiment of educators was unanimously sad:

“We didn't have any closure to the school year. Usually, we have fun activities
planned and we get to see the kids to the door with the parents. But we didn't have
that this year. I remember that being kind of a weird, sad feeling-- to not be able to
see your students. it's kind of depressing a little bit,” (Participant Q).

Educators were positive when talking about improvements for the future.
Most educators indicated that they have been working to be more innovative as they are
becoming more proficient with different resources, “now that I am more adept at Google
classroom, and the online formats I feel like it's a great thing that I can incorporate next year into
my classroom,” (Participant J). They are finding ways to improve education for not only schoolwide extended closures, but for individual students who may be absent, “…if we do this again or
if we have a kid who's sick we can provide materials for them while they're out. They can go
online. I think this is going to change the way we think about teaching,” (Participant T).
Thinking about future implications:

“To be able to have technology, whether it's tablet computer, just having Wi-Fi.
Having those things, as a future as a school system, we're going to have to be better
prepared for this. I see this as something that could possibly reoccur. I think we're
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going to have to look at it differently on how we disseminate even our own school
technology to children. How we need to have more open Wi-Fi places. If we can
make it better on our ends, we can make it better for the children” (Participant M).

“I think there's a lot that we're doing, in terms of technology and virtual teaching, and
connecting with teachers and parents and other kids, that we need to keep. It's worth keeping and
utilizing,” (Participant U).
Educators understand the importance of face-to-face education (Hobbs & Hawkins, 2020;
cf. Weiner, 2020). An educator expresses the importance of knowing students:

“I don't think this can take the place of the overall relationships. I think there is a
place for this, but I don't think we can do all the teaching from this. I think this
could be a great tool, maybe for homework or something like that or a snow day,
but will this replace the overall learning experience? No. Could it add to it?
Absolutely. We're missing out on a lot especially being face-to-face with our kids.
We also see the virtual aspect that can enrich learning for our kids,” (Participant
O).

Additionally, “if anyone ever said this is a better way over traditional teaching, I would say
you're wrong. I think they need the interaction with the teacher and the other peers,” (Participant
K). “If you think this is better than teaching you probably shouldn't be teaching,” (Participant
T). “teaching is a performing art. There needs to be interaction. Even in the videos I did the same
thing I would in a classroom, but the variable that is missing is…I'm not getting the interaction
with the kids,” (Participant W). “it's kind of hard because I feel like I'm teaching into a mirror
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instead of to students” (Participant R). “It's not in-person. I've seen it compared to...it's like
talking to a ghost. You don't get reciprocity. There's no reciprocity through a video screen,”
(Participant U)
Developing a good relationship with students matters to educators, “We can't make this
happen, without that first relationship. Those first two weeks of school getting to know those
kids and establishing a relationship. We spend the whole first week getting to know each other,”
(Participant O)
Summary
18 participants provided information about their experiences during COVID-19 extended
school closures. They highlighted innovations using resources including materials and time,
leadership as communication with colleagues, parents, and students, implementation of feedback
in creating outcome for learners, and diversity in understanding unique challenges and situations
of their students. Despite differences in their positions along the P-20 continuum, many
educators shared similar experiences, all unique pieces of the larger picture.
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Chapter V: Conclusion and Discussion
Pieces to the distance education puzzle have been found and sorted, fit together, matched
tabs and slots, one piece at a time. The one piece with the right tab to fill the uniquely shaped slot
has been found. A section of the puzzle is completed, the edges frame where it belongs in the
bigger context—this group of fitted pieces does not complete the puzzle of distance education.
This section simply provides context and shape to which additional pieces and sections will
connect, each with their tabs and slots, aligning to create a more complete picture. Perhaps other
researchers are working with their pieces, working to fit them together, and they will connect at
the edges of this study. Researchers, together creating a clearer, more complete image of distance
education in the United States that started in 1728 through COVID-19 extended school closures
in 2020 this section of the puzzle being the elementary-educator piece of P-20 continuum.
Summary
“The learning curve has been okay. We're all doing the best we can, with what we've
been dealt really really hastily,” (Participant U). “We've never done anything like this before.
We're just trying to do what's best for the child,” (Participant L). Educators are always trying to
do the best they can for their students.
While most literature focuses on college student outcome in distance education, the
COVID-19 extended closures provided an opportunity to look at a ‘crash course’ in distance
education for both students and educators in all schools. This study focuses on public-school
elementary educators’ experiences in rural areas of Western Kentucky and Western Tennessee.
Using a phenomenological approach, the researcher interviewed 1818 current educators who
suddenly found themselves as distance educators, a role that they had not expected or prepared
for. Using innovation, leadership, implementation, and diversity, the foundations of P-20
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education, they worked to help students succeed in the new learning environment. These
educators adapted materials, methods, and schedules to meet the needs of their students with the
resources they had. They communicated with parents, colleagues, and students using a myriad of
techniques. They incorporated feedback to improve experiences for their students. Educators are
also acutely aware of limitations and situations of their students, and they worked to help
students during this event, in whatever way they needed.
Conclusion: Answering Questions
This study was guided by the following research questions:
RQ1. How do K-8 public school educators characterize their involvement experiences
during the COVID-19 school closures using distance education?
RQ2. How do K-8 public school educators identify interpersonal interaction in teaching
practices during the COVID-19 school closures?
RQ3. How do involvement-experiences and interpersonal-interaction impact outcome
and teaching during an extended school closure?
This section will draw conclusions from the data with regards to the stated research questions.
RQ1
How do K-8 public school educators characterize their involvement experiences during
the COVID-19 school closures using distance education?
Methods, Materials, and Time. K-8 public school educators characterize their
involvement experience in three different ways: methods, materials, and time. Educators tried to
transfer as many of their resources as possible, more for the benefit of the students, than for ease.
Educators converted many materials to maintain the key goals of lessons as possible. Examples
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include a virtual fieldtrip (Participant Z), an end-of-the year chapter novel (Participant T), an
experiment demonstration (Participant X), and character lessons (Participant Y). The educators
explained how much time it took to convert materials to distance-friendly format. Once materials
were converted, many educators characterized their time expenditure as less than in a classroom.
Many educators created a routine for themselves and their students. Once routines were created,
participants reported spending most of their time communicating with colleagues and parents.
When asked about how they were teaching during the extended school closures, most
participants focused on technology- based materials. Many participants mentioned materials that
did not require technology, but these non-technologically based materials were more a side-note.
Participants who had limited at-home internet access spent more time talking about nontechnology based materials. While all educators recognized the limited access to technology that
many students had, they still focused on technology-based materials.
RQ2
How do K-8 public school educators identify interpersonal interaction in teaching
practices during the COVID-19 school closures?
K-8 public school educators identify different audiences for communication. Educators
communicate through multiple mediums, telephone, text, Facebook, ClassDojo, Remind, Zoom,
email, and ‘socially-distanced’ face-to-face.
Colleagues. Informal meetings varied among participants, some characterized a decrease
in informal communication, while others indicated an increase in virtual socialization among
colleagues. All participants indicated that the effort was more conscious, a text, a message, or a
scheduled Zoom, instead of simply ‘dropping in’ to someone’s room. Educators had more
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scheduled meetings with administrators and fellow teachers within the district that before. Some
participants preferred the efficiency of technology-based meetings and communication.
Educators also mentioned that they had more time to explore professional resources outside of
the district, either through Facebook groups or professional websites, to share ideas than before
the extended school closures.
Parents. Overall parent communication increased as part of teaching practices during
extended school closures. Districts and schools varied in requirements for parental
communication. Communicating with caregivers increased among all participants. Some
educators were required to make daily contact, but this changed to once a week (Participant Z).
Most educators indicated high volumes of parental contact initially, then after a few weeks,
communication subsided. Some participants indicated that parents were either tired of hearing
from teachers, or that parents needed to talk. Rotation teachers indicated that policies also
required them to contact parents, which had only been done on rare occasion before the closure,
they liked it, and they plan to continue parental contact in the future.
Students. Communication with students changed considerably during distance education
and extended school closures. The directionality of communication changed the most. In a
classroom, educators recognize the reciprocity of communication, but in distance education, this
element, of the student feedback was either limited or absent. Teachers indicated communication
with students in either a unidirectional mode, usually in the form of videos, or packets, but some
teachers indicated two-way communication. Student-to-student interaction is a good teaching
practice (Danielson, 2017; Tennessee Dept of Education, 2018). In the distance education
situation, creating opportunities for student-to-student interaction was challenging for educators.
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Students who did not have technology access were not able to participate in student-to-student
interaction. This was a concern for many educators.
RQ3
How do involvement-experiences and interpersonal-interaction impact outcome and
teaching during an extended school closure?
Limited feedback created challenges for educators as they tried to teach subsequent
lessons. The responsiveness to student learning that characterizes good teaching practices was
not possible based on limited student-feedback, uncertain timeframe for school closures, and
academic honesty. Educators altered and modified teaching methods and materials based on the
changing information they had available at the time.
Colleague feedback. Communication was important for educators, outcome and
implementation is based on feedback from peers and others (Canrinus et al., 2012). The
paradigm of going into a classroom, closing the door, and teaching, has changed. Teachers are
interdependent, and work to share ideas and best practices. Recent practices include PLCs and
teams (Hattie, 2012). Nearly all participants discussed receiving or providing feedback from or
to colleagues for the purpose of improving lessons. Some changed their materials and some
changed teaching methodology based on feedback from colleagues. Some educators worked
together to team teach, many ‘bounced ideas’ off other educators. Feedback was always positive
in tone.
Parent feedback. Given the age of the students, parent feedback provided a primary
source for educators as they monitored their teaching. Parent feedback usually came in the form
of ‘likes,’ comments, or shares. When educators received positive feedback from parents, they
said they were more likely to continue to provide more content. However, some parents were
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overwhelmed by changes caused by COVID-19 responses and indicated that they were not able
to do everything asked of them. Some educators reduced the amount of work they required. Most
educators talked about changing their teaching schedule to meet the schedules and availability of
the parents: evenings, instead of traditional school hours.
Student feedback. Student feedback rarely came in the form of overt student statements,
but rather in actions and comments. Lower-elementary students would show positive feedback
through excitement. Older elementary students would provide positive feedback through
participation. Negative feedback often manifested in absence of participation. Students may have
participated and enjoyed lessons and activities during the COVID-19 school closures but were
unable to provide feedback. This will need further investigation and follow-up after the lifting of
COVID-19 restrictions. Educators indicated that student participation increased as they provided
lessons that most closely matched their normal interactive teaching. Some educators were able to
tailor lessons based off student feedback. Educators also mentioned that their students
appreciated their authenticity; authenticity indicated through educator comments on houses, pets,
nails, and hair.
Connections: Interlocking Literature and Findings
Resources: Methodology, Materials, and Time
Even though most educators stated that they needed less time for education, they also
stated that the outcome of the learning was not comparable to the learning that happened in the
classroom. All 1818 participants discussed their use of resources during extended school
closures. Technology was more frequently discussed with 17 participants 17expanding on their
use of technology for pedagogical purposes. The use of technology varied greatly. However,
quality online instruction is not simply remote learning (Kentnor, 2015; Cates, 2020). Some
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participants employed technology for unidirectional teaching, in what Vazquez and Chiang
(2016) referred to as ‘chalk-n-talk’ (Participants N; O; Q; V). These participants noticed less
response than they had hoped for, which is consistent with the literature (Aragon, Scott, & Shaik,
2000). Participants J and M each noticed colleagues’ tendencies to use technology as a platform
for lectures. Research indicates the importance of changing pedagogical paradigms when
teaching virtually (Cabero, 2006; Kentnor 2015; Cates, 2020).
Even with short notice, several participants demonstrated their understanding of the need
for change and shifted their pedagogical paradigms (J; L; M; R; Y; Z). Participants R and Y each
developed their use of technology as a creative tool rather than using it simply as an auxiliary
resource through necessity. There were genuine tasks and problems they had to solve with their
students, and they were able to navigate technology to connect with their students to solve and
succeed in these. Participant R was helping students choose classes for the following year. The
innovation provided learning for students and for the educators:

It really was a positive, because (students) were able to ask questions that they
probably would not have asked in a whole group setting. The parents were able to
be involved in the process. Sometimes, the parents would say, ‘Oh, you should do
that’ or, ‘Oh you shouldn't take that class,’ because we had completed
(questionnaire on the state) website resources, the students were able to
communicate with their parents where are and where they planned to see
themselves in their future,” (Participant R).

Being able to integrate technology resources, with communication to complete a meaningful
task, highlights the possibilities of using technology in learning—as a means, not an ends
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(Cabero, 2006; Lee, Barker & Kumar, 2016; Cates, 2020). Two participants were reluctant to
change, which aligns with literature (Kentnor, 2016). While educators did not necessarily dislike
technology, they were acutely involved with non-technology materials. Thinking about the time
investment for the yield of so few students, seemed like a poor use of resources (Dennis, 2003).
Additionally, these educators perceived their students as less-adept at technology, which
literature supports (Bergstrand & Savage, 2013).
Some techniques transfer to virtual teaching. Good teaching is, after all, good teaching.
Participants who discussed having classroom procedures recognized the need for procedures as
the setting for instruction changed (Participants T & Z). Procedures play an important role
managing classroom resources, and virtual classroom resources also benefit from set procedures
(Cabero, 2006; Wong, Martinez, & Wong, 2018). An example of this:

In class, they put a thumbs up if they're thinking. If they thought of something, they
would put up one finger, if they thought of one thing or they would give two fingers
if they thought of two things, or three fingers if they bought three things. We were
able to still do that on the Zooms—and it was easier that way. If they raise their
hands, their hand would be out of screen, and I couldn't really see it, (Participant
Z).

Having established procedures provides students with clear expectations (Wong, Martinez, &
Wong, 2018).
Although the researcher expected participants to indicate spending more time during
distance education, many said they spent less. Existing literature had not indicated timeexpenditures, Johnson and Brescia (2006) was the only study that offered indication of initial
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time expenditure to adjust to a new platform. The researcher expected increased timecommitments from all participants. Those few (Participants J; R; T; Z) who said the time
commitment increased, said it increased significantly. Lapsy, Kulik, Moody, and Arbaugh,
(2008) indicated that more research on educator time expenditure should be pursued, to see if
there is value in the outcome.
Technology increased ‘time off-task’ because of technical difficulties (Dennis, 2003).
Lee et al. (2016) indicated the presence of a ‘learning curve’ for students addressing new
technology. This study supports these claims. Participants indicated expending more time at the
beginning of the closure, most of the initial involvement was not directly related to instruction,
but to technology support (Participants J; S; W). Participants who already had a well-established
in-class virtual component did not report the need to spend time in ‘tech-support’ (Participant T).
Additionally, technology already used by parents (YouTube, Facebook, ClassDojo) did
not require support (Participant S; K; T). Unfamiliar, highly specialized platforms (Google
Classroom and specific learning applications) required more support (Participants J; T; U; V; W;
X; Z). Zoom, despite being both novel and unfamiliar, seemed intuitive enough that most
participants did not express problems getting started.
Some teachers provided additional support with materials that were sent, “It was about a
page-and-a-half of me working …. Making diagrams and giving explanations for why I was
doing what I was doing and providing step by step instructions” (Participant W). Participants J
and V also expressed providing support for non-technology correspondence materials.
Participant P indicated reviewing students’ packets and individually modifying them before
sending them. There was limited feedback from these. Participants K and W indicated that they
received photos as feedback. Participants J and V received a signature to indicated completion.
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Meaningful assessment was not possible. Studies comparing success between online and face-toface delivery methods are based on feedback, often academic feedback (Dennis, 2003; Kock,
Verville, & Garza, 2007; Lapsy et al., 2008; Page & Cherry, 2018), which in this situation was
not available to anyone. Only socially-indicated and completion feedback were available—and
only anecdotally. Despite some news articles (Hobbs & Hawkins, 2020) citing academic
detriment during the COVID-19 extended school closure, no data will be available until fall of
2020, if even then.
Communication and Interpersonal Practices
Belonging is important (Pike, Kuh, & McCormick, 2011). Creating communities,
especially communities for the purpose of a single goal, whether problem solving or learning, are
considered ‘high impact’ (Mittendorff, Geijsel, Hoeve, de Laat, & Nieuwenhuis, 2006; Pike, et
al., 2011). Learning communities are complex, but important. Professional learning communities
provide structure for support in colleague communication (Hattie, 2012). A community of
practice also provides social support for educators. Educators recognize this importance, 17 of 18
participants discussed communicating with colleagues, either socially, professionally, or both.
Some indicated a decrease in colleague communication (Participant L) and others indicated
increase in communication, either out of necessity (H; J; M) or simply because there was more
time (H, X).
Feedback Impacts Outcome
Good teaching is responsive. Good teachers sequence and design lessons for efficiency
and student success. Communication and feedback are the best ways to gauge mastery or
misunderstanding. All 18 participants discussed outcomes and how they influenced their
subsequent teaching during the extended school closure.
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Responsibility affects online distance education, in post-secondary studies, online
learners feel more compelled to succeed, because the onus rests squarely with them, (Lapsy et
al., 2008). Elementary students cannot be expected to be independent learners, (Participants
S;W), they rely on their parents to access the content for them (Participants K; L; M; S; Y; Z).
When students were aware of expectations, they may have tried to “pull the wool over” their
parents’ eyes (Participant W) and Participant S echoed this sentiment with younger students.
Participants were never asked to overtly state the purpose of their lessons, but they
discussed certain elements at length to provide context for their goals. Some participants
mentioned things like, “I just wanted to make it where it would be funny and fun,” (Participant
N). Many participants recognize the ‘optional’ nature of participation and the need to provide
motivation or “they’re not going to click the link to get to (my) page” (Participant H). They have
had to plan ways to increase participation. Several participants mentioned that they tried to be
entertaining to encourage students to return (Participants, H; J; L; M; N; Q; T; U; V: Y).
Participants also recognized the need to ‘streamline’ their lessons, “I do my videos and they may
only be a 2 or 3 minute video but the lesson will take about 15 to 20 minutes” (Participant Q).
Others combined lessons with other teachers, to ‘kill two birds with one stone’ (Participant V).
Participants J, K, M, O, S, U, W, and X expressed being more content oriented in their student
contact. Participants P, R, T and Z wanted to provide support for their students. This is not to say
that any of these participants were ‘more’ or ‘less’ there for their students, these were the
primary functions of their distance education. Participants who wanted to serve a ‘dual’ purpose
in their distance education also tended to report more positive experiences and greater
participation.
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Recognizing Students’ Needs
For students and parents who may be overwhelmed with their situation, throwing a
‘learning curve’ (Lee, et al., 2016) for technology may be enough to abstain entirely from
distance education (Participant L; M; O). Packets were provided for families without reliable
internet or enough devices. Educators are aware of many of their students’ situations, and they
did not want to add stress. Meeting basic needs were a priority for most participants We were
making sure everyone was settled in and then we can move toward the other…’schooly’ things,”
(Participant L). Students who do not have strong technology literacy have less access to learning
opportunities, which creates or deepens the digital divide (Participants M; O; Hu & Kuh, 2001).
Some participants were acutely aware of limitations, living in remote areas themselves,
(Participant K) who opted to rely primarily on non-technology-based materials for all students.
Communication becomes more challenging without the use of technology, but it is no less
important (Reinoehl, 1929).
Distance education poses challenges to many students who are already having trouble at
school. Since online and correspondence materials are primarily text-based, students who have
lower literacy levels have more difficulty accessing information and responding to demonstrate
learning (Bergsand & Savage, 2013). Participant Z had “two students I have never met—I don't
know what they look like, yeah, that's heartbreaking. That's hard on them. One student literally
came for eight hours, and it was the day that was so crazy at school.” Additionally, language
abilities affect student outcome and perception. Vazquez and Chiang (2016) noted a negative
difference in Hispanic males’ performance in an online class compared to a face-to-face class.
However, Participant K mentioned that Hispanic students in their class received additional
support and were among the most active learners.
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Discussion: Implications and P-20
Innovation: Changing the Paradigm
Benefits of technology have become more recognized, “this pandemic has gotten some
people, and I would have been one of them, to use technology who otherwise wouldn't have,”
(Participant W). “Now that I am more adept at Google Classroom, and the online formats I feel
like it's a great thing that I can incorporate next year into my classroom, (Participant J).
Methodology/Materials. Providing support for educators to understand that distance
education is not simply a replacement for face-to-face instruction, but an opportunity to increase
“Transactional Distance” (Saba, 2011) and increase autonomy of learning, whether through
problem-based lessons (Participant R), or virtual fieldtrips (Participant Z). Providing materials to
educators so that they can effectively learn how to use available tools, and have the means to
reach students becomes essential for successful distance education. While 15 of the 18
participants indicated that they had technological resources provided by their school, some did
not have the internet connectivity to use them. These educators are acutely aware of students’
and families’ limitations, but they need materials to adequately address the learning needs of
their students during distance education. Providing these resources before required distance
education provides educators the opportunity to familiarize themselves with the platforms and
tools to support pedagogical differences between traditional education and distance education.
Leadership: Communicating Ideas
Parent communication experiences varied considerably for participants and with parents.
“Some parents where it'll ring twice and then it'll click into voicemail which means that they
didn't want to talk to me, but at least I tried. Sometimes I will call a parent and we'll talk for 45
minutes” (Participant T). Educators are aware of additional constraints for families, “parents
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usually only have a certain amount of minutes on their phone. You don't want to use up their
minutes” (Participant K). One school required daily contact, but rescinded the policy after
feedback, “that's a lot for parents every day. They're struggling. They've got kids to take care of.
They're working. They don't want to hear from us everyday” (Participant Z). On the other hand,
Participant Z also mentioned, “You're all basically a counselor to 28 sets of parents.”
Social support/Role of education. Education is more than teaching; it also provides a
basis for social interaction. Social support and elements are necessary, students who may lack
internet connections, those who are “in the Boondocks” (Participant W) are those who probably
need the interaction the most. Educators need to make contact with those students, even if it is a
home-visit, from the safety of the driveway (Participant Z).
Recognizing the different types of purposes and roles of student-to-student
communication seem to provide the best voluntary participation (Participant J; T; W). Dean and
Jolly (2012) recognize the importance of student-to-student interaction in their study. In distance
education, the two main types of communication for students are like those in the classroom:
academic for learning or procedural purposes, and social to share information and establish
‘belonging’. One is not more important than the other, they need to coexist. Two participants
outlined how they balanced these in their virtual classrooms to great effect (Participants T;Z).
This is not to say other participants did not do this, but these two participants articulated (without
prompting) how they established a balance between social and academic communication in an
online platform.
Providing time and space for social communication encouraged belongingness and
created community among students. Asynchronous communication could be a forum, a chat, or a
platform like SeeSaw or FlipGrid where students could post photos or news. Synchronous social

111
communication could be a ‘free-chat-time’ on Zoom or other platforms. Clear expectations and
procedures need to be in place (Wong, Martinez, and Wong, 2018).
Creating a place, and expectation, for student-to-student communication for academic
purposes also provide leadership opportunities for students (Participants J; M; W). Chat spaces
seemed to be the easiest place for students to organically respond to each other (Participants
X;W). The asynchronous nature of a chat may make it easier to facilitate. When facilitating a
‘live’ teaching session, ‘popcorn’ worked well (Participants J; M) but establishing clear
expectations and technology practices, a more independent, student-initiated pattern would work
(Participants T; Z). Smaller groups also worked well (Participant J; W). Regardless of the type of
communication, the communication should be purposeful with clear expectations. Younger
students often lack experience with ‘netiquette’ and educators will need to teach this early.
Despite being ‘digital natives’ students may be able to use technology for recreation or for social
media, they may not be adept at learning through it (Hobbs & Hawkins, 2020). Educators must,
of course, adapt and teach.
Implementation: Improving Outcome
Participants who reported less student interaction also reported less time expenditure.
Without suggesting causality, participants who reported sentiments of ’extended spring break’ or
’time off‘ also reported less participation and interaction (Participants K; O; N; S and ultimately
Y). Participants who report equal or more time invested in distance education also indicate
higher student-participation rates, (Participants J; M; R; T; W; Z). Dean and Jolly (2012) study
motivation behind ‘disengagement’ rather than engagement. This becomes particularly important
as students are learning from home, holistically understanding situations and circumstances that
take precedence over participation will provide better guidance for educators as they prepare for
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distance education. Omitting the student voice poses dangers. Educators must understand ‘why’
students are not participating.
Educators who spend time actively engaging students in the learning process have better
participation. This feedback allows educators to alter lessons to meet the needs of students,
making the learning more meaningful, because educators are able to be responsive to students’
needs, motivating the educators to work harder. This chain is broken when one of the links is
missing. Accountability will be important. Being able to meet needs of students, educators must
know where they are, and whether students have learned and mastered skills (Participants S; T;
U; Z).
Diversity: Recognizing and Meeting All Learners’ Needs
Blended classrooms provide both support and flexibility that all students need. Participant
W reached most learners through a blended approach. Technology limitations impeded these
abilities. If there were a different platform for learners, where they could have more
opportunities for face-to-face interaction, they might be more successful. Participants J and W
provided prompt-detailed feedback and used video ‘lecturettes’ as outlined by (Patrick, 2011;
Thieneman and Wohlfarth, 2015).
Learners who have more challenging situations at home, can have the support that school
offers. Blended environments provide the best of both distance education and face-to-face
instruction. A blended approach provides opportunities to recognize diversity (Boggess, 2020).
There are social elements, and elements of accountability. Feedback can be prompt and correctly
received (Berstand & Savage, 2013; Wong & Wong, 1979). Opportunities for knowledge to be
created in conversation, and higher-level communication work more efficiently in a blended
classroom-setting (Johnson & Brescia, 2006; Schaap & de Bruijn, 2017). Technology has the
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potential to minimize diversity by amplifying hegemonic culture, this can create additional
challenges for P-20 education (Bowers, 2014b). When using technology, unspoken ‘hidden
rules’ exist and educators need to provide explicit instruction on netiquette to ensure education is
tangible and achievable (Payne, 2003). Additional challenges arise for students who may not
have adult help at home (Mansheim, 2017). Children of ‘essential employees” may not have
parental support at home to help with work, or to connect with resources or technology, even if it
is available.
Application of Findings
Educational policy regarding resources should not be a ‘one-size-fits-all’, understanding
resources either promotes individuality, or stifles it completely (Bossert, 1977). Some
participants worried about what future policies would hold (Participants O; W). Participant K
was able to tailor lessons for some students, other participants also talked about how technology
helped differentiate in the classroom (Participants J; Z). Leaders need to understand this, and
differentiate, like classroom educators, to meet the needs of educators’ learners. One possible
explanation for the dissonance in communication was explained by Saba (2011), educators exist
in pre-industrial craft-culture and administrators exist in industrialized-culture that uses
standardization and departments. This disconnect is recognized and echoed by half of the
participants (Participants J; K; L; O; R; T; U; W; Z). They often referred to teaching as a
performance or an individual experience and a relationship with students.
Extended school closures have highlighted the multiple roles played by educators and
schools. Education is more than teaching information and teaching skills. Educators build
relationships with students and promote interpersonal relationships for learning communities
among students. They meet basic needs and provide support necessary for students to succeed.
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When developing distance education programs, educators need to understand the gravity of the
human element. Learning is a social activity. Good educators find ways to cultivate relationships
in all settings. Distance learning, especially online learning, provides educators with different
opportunities than in traditional classrooms. These differences require different pedagogy for
organization and task-type. Technology provides tools to promote social interaction and organize
information to make it more accessible, but technology is not a substitute for good education.
Students need support to continue learning. At the elementary level, both students and parents
need support during distance education. There are learning curves for parents. Educators are
innovative and dedicated to all of their students. Teachers work hard to implement good
practices that meet needs of their students, whatever and wherever those needs may be.
Good leaders recognize the diligence and flexibility of educators and provide resources
and policy that support education. Innovation provides educators with different perspectives
necessary to change pedagogical paradigms necessary for distance education. Educators must
have tools and support to implement distance education for parents and for students. Good
leadership provides opportunities and means for balanced communication with stakeholders
within the P-20 system. Educators are acutely aware of the diversity that exists among their
students and their students’ situations. While distance education may pose challenges, good
educators recognize opportunities within the challenge to continue to fill different roles and meet
their students learning and social needs.
Limitations
All research has limitations. This research has limitations in scope and number.
Researcher bias also exists. While great care has been taken to mitigate bias of the study,
consumers of research must consider limitations.
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Scope and Size
The size of the research includes 18 participants. While the researcher included educators
that commonly work in an elementary setting, this research is limited. There was a
disproportional amount of rotation teachers to classroom teachers in the study Therefore, the
individuals who participated in the study are not representative of a typical school building
population. However, the researcher thought it was important to include many viewpoints. This
research is phenomenological in nature; therefore, it is not meant to serve as a generalizable
sample. Purposeful sampling provided the researcher with in-depth, candid answers. While the
researcher does not believe that participants ‘sugar-coated’ answers, these responses are
subjective from the point of view of the educator. The researcher did not control to maintain
homogeny within the study.
This research focuses on public elementary schools who serve students from rural areas
of Tennessee and Kentucky. The area has four universities and several colleges within a 45minute radius. The demographics and socio-economic backgrounds of participants’ students may
not be representative of other areas.
Deviation from Phenomenological Procedure
Phenomenological interview practices recommend three separate interviews with each
participant. The researcher weighed options and wanted in media res responses. The experience
provided a narrow timeframe to get authentic reactions. In this, additional research which uses
the three-interview process may provide additional information.
There were several aspects that surprised the researcher, indicating bias. The biggest
’surprise’ was the ‘parent’ element of distance education. Parent influence did not appear in any
of the supporting literature. Additional research may be needed to better address this. Looking
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specifically at educating parents during school closures and the inability to directly contact
students were not considered by the researcher but were mentioned throughout many interviews.
Subjectivity
While bias exists in all research, certain practices can minimize it and its impact on the
findings of the research. This research uses purposeful sampling of participants. This research is
qualitative and uses personal interviews. With 14 years in education, mostly in public K-12
districts, the researcher may have subconscious bias about distance education. Personal
experiences with distance education shared similarities with the participants and in accordance
with phenomenological interview, the researcher was aware of potential transference and took
extra caution in the interview process. When conducting research for phenomenological
research, the interviewers must separate themselves from the experiences of the participant
(Seidman, 2013). While the researcher followed listening strategies and open-ended questioning
strategies, the researcher was aware the potential for researcher-bias existed. Additionally, the
focus of the study was on a different age group than that of the researcher’s current students.
After conducting interviews, and to mitigate additional bias, the researcher asked participants to
review their own transcripts for accuracy. All participants had this opportunity. Only two
requested minor, syntactic changes, and the researcher obliged. Additionally, the researcher used
CAQDAS to analyze transcribed data. Dedoose, the CAQDAS, relies on user-defined codes.
These coding procedures presented the opportunity for subjectivity, however, by using themes
found in literature as a starting point, the researcher aligned findings more evenly.
Recommendations: The Next Pieces
After completing this study, additional questions and avenues for additional research
surfaced. A larger sample size would provide more data. Incorporating educators of middle
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grades or high school would possibly yield different results. Educators in Western Kentucky and
Western Tennessee provide similar results but including more geographic areas may provide
different experiences. This study is qualitative, and a quantitative study would allow researchers
to understand a different perspective on the situation.
As suggested by Seidman (2013), interviewing participants again at a later time would
provide them the opportunity to ‘make meaning’ from their experiences and could provide
additional input. There is also room for a follow-up study asking educators how their teaching
has changed because of their experiences during extended school closures. 16 of the 18
participants spontaneously discussed parent communication, it was not a question on the
interview. The literature on distance education did not mention parent communication and
involvement, this may be an area for additional investigation.
Academic honesty has been a concern for educators in distance education during
extended school closures (Participants J; T; W; Z). The distance education literature did not
address the concern of academic honesty. This may also be an area for additional research.
Student perspective would be useful in making determinations where to go next. Kao,
Tsai, and Shih (2014) investigated course outcomes, but found that the students needed
additional prior technology teaching to be successful. As indicated in the literature review,
elementary student perspectives need to be included in future research, there is still a pronounced
gap. Participants who mentioned ‘teaching parents’ and providing tutorials and tech support
would agree with this sentiment (J; S; W; Z). Determining student success during extended
school closures, especially in relation to teachers’ experiences as quantifiable by time, by
instructional material and method type, and by interpersonal communication, would be
illustrative.
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Additionally, although never included in questions, many participants alluded to their
sense of identity as an educator, and how that piece of identity became lost or clouded, they
defined who they are by what they do. The extended school closures seemed to present identity
challenges for the participants, this may warrant further research by someone who is much more
qualified than this researcher as it is outside their realm of expertise.
In Parting
While most participants looked for the ‘silver lining’ and found elements of this
experience that benefited their students, none of the participants wanted to continue teaching like
this. Participant Z described their classroom wistfully, “it's a fun place! I hope we get back
there,” (Participant Z). “Maybe there’ll be a new normal, a better normal. Hopefully we can have
art in it.” (Participant N). “I'd rather be in my classroom teaching” (Participant S)

Teachers are really talented people. I feel like they adapt, they're used to being
flexible in the school building... they don't need books or a school building or
technology to get learning across. They find ways to do it. I think a lot of teachers
deserve credit for that,” (Participant Q).

Jigsaw puzzles have finite pieces. The number is plainly posted on the box. With
research, however, each piece creates additional puzzles. This opportunity has added additional
pieces to the puzzle and allowed for a better idea of the whole picture of the distance education
and its potential for future applications. While looking at each piece, straining to discern
meaningful pictures from each small tab, the researcher has attempted to make connections
between the elementary perspective to existing parts of the whole distance education puzzle.
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There are still pieces missing, but hopefully with additional scouting they will appear and with
the existing framework, future researchers will be able to place the pieces correctly.
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Appendix B
Interview Questions

Research Title: Understanding Educators' Experiences During Long-Term School Closures

The interviewer may alter, omit, or ask for clarification based on the responses of the
individual. The parenthetical notes align each interview question with its corresponding research
question(s).

1. Describe your role at your school. (grade, subject area, extracurricular, administrative)
(establishes a baseline to determine change, also provide demographic information
relevant to the study)
2. In addition to providing non-traditional instruction, have you had other non-school
related responsibilities during the school closures? (caregiver or other jobs) (provides
relevant demographic information valid to this study to determine additional involvement
elements outside of education)
3. Think back to when and how you found out about the closure of your school for Covid19, can you walk me through the process? (How much lead time and preparation did you
have?) (RQ1)
4. Prior to the school closure, describe some of the instructional resources and methods that
you used with your students. Describe how your resources/methods have transferred or
transformed as you transitioned to non-traditional instruction. (RQ1, RQ2, RQ3)
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5. Think back to the first week of the school closure, describe your initial teaching
structure/schedule. What were some key features? When reflecting, describe changes you
made to your structure and schedule as the closure continued. (RQ1)
6. Describe your responsibilities as an educator during the closure (video lessons, packets,
parent/student communications, grades, staff meetings, other) (RQ1, RQ2, RQ3)
7. Compare responsibilities earlier, just prior to the closure, to during the closure. Describe
how they changed. (RQ1, RQ2, RQ3)
8. Describe professional social interactions. How have you interacted with colleagues since
the closure? (RQ1, RQ3)
9. Describe educational social interactions with your students. To what extent have you
been able to interact with your students since the closure? (RQ2, RQ3)
10. In a traditional classroom setting, students often interact with each other to facilitate
learning. During the school closure, how would you characterize your students’ academic
interaction with each other for your class/content? (RQ2, RQ3)
11. Thinking back to the beginning, during the middle, and at the end* of the school closing,
what types of feedback did you receive from other educators? How did/does this impact
your instruction? (RQ1, RQ3)
12. Thinking back to the beginning, during the middle, and at the end* of the school closing,
describe the response and feedback your received from your students. How did/does
impact your instruction? (RQ2, RQ3)

*assumes the interview is completed after the school year has been concluded
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Research Questions:

RQ1: How do K-8 public school educators characterize their involvement experiences during the
COVID-19 school closures using non-traditional instruction?

RQ2: How do K-8 public school educators identify changes to interpersonal-interaction in
teaching practices during the COVID-19 school closures.

RQ3: How do involvement-experiences and changes interpersonal-interaction impact outcome
and teaching during an extended school closure?
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Appendix C
Participant Script: to be read to each participant before beginning the individual interview
questions.
Introduce researcher:
Hello, I am Jessica Pryor, I am student at Murray State University and I am working on a
research project for my doctoral degree. I appreciate you volunteering to help me.
Overview:
Thank you for meeting with me (today, this evening, this morning). Today I am asking you to
voluntarily participate in an interview. I am working on research that provides a ‘snapshot’ of the
experiences of challenges and insights from educators who are currently navigating ‘uncharted
territory’ of extended school closures due to Covid-19, as they move forward and emerge from
this experience, changing education for the future. I will do my best to maintain your anonymity
and I will not include your name in the research. Thank you for consenting to recording, this
allows me to focus on your answers instead of taking notes. Please refrain from including
personal, identifiable information including your name, the name of your school or district, or
the names of your co-workers.
I have prepared several questions to help guide our conversation. When answering questions,
please consider your experiences as an educator. I will be mindful of your time. If at any time
you do not wish to answer a question you may refrain from doing so.
Time:
The length of time this will take is approximately thirty minutes, to one hour, depending
on how long your answers are.
Risks/Benefits:
This research poses no additional risk to you than daily routine activities or a standard
formal assessment. There are no personal, financial, or academic benefits to you for voluntarily
participating in this research.
Privacy:
I am asking that you refrain from using personally identifiable information, like your
name, the names of your schools, or any other information by which you could be identified in
the future. Your signed consent form will be the only document with your name that connect you
to this study. It will be stored separately in a file in a locked filing cabinet, in a locked office.
After three years it will be destroyed by shredding. You will have a copy and you will maintain
your own copy. I have asked that you consent to an audio-recording so that I may focus on your
answers and our conversation instead of transcribing our interview. I will transcribe this
interview after we finish. I will omit names from the transcription. I will also delete the
recording.
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Notes:
As a student-researcher, I may take notes about the answers you provide and questions
and comments during this interview. I will not document identifiable information in the notes.
The notes will be typed. The handwritten notes will be shredded immediately after transcribing
them. Notes will be stored on a password-protected laptop without identifiable information.
[If students consent to audio recording continue: The audio recording will be transferred digitally
to a password-protected laptop, the original will be deleted, erased, and recorded-over].
All information stored on the password-protected laptop will be retained for 3 years, per
Murray State University’s policy and will be destroyed after three years.
Volunteerism/Questions:
You are free to leave at this time, or any time. Do you have any questions? <pause for
questions> Again, I appreciate your time and help in this project, it is completely voluntary.

144
Appendix D
Consent Form

Informed Consent Document for Research

Principal Investigator: Jessica Pryor
Date: 2020
Study Title: Understanding Educators' Experiences During Long-Term School Closure

This informed consent document applies to adults.

Name of participant: _________________________________________ Age: ________

The following information is provided to inform you about the research project and your
voluntary participation in it. Please read this form carefully and feel free to ask any questions
you may have about this study and the information given below. You will be given an
opportunity to ask questions, and your questions will be answered. Also, you will be given a
copy of this consent form.

PURPOSE OF THE STUDY: To investigate experiences and insights of K-8 educators during
the Covid-19 school closures. The researcher wants to know more about commonalities from
educators’ point of view. The study can be used as a resource to guide decisions in the P-20
continuum to address future remote teaching and teacher preparation.

WHAT I WILL ASK YOU TO DO: Participation is voluntary. You will meet virtually (over
the phone, via Zoom, or other platform of your choice) with a student-researcher who will ask
you questions about your experiences with non-traditional instruction during the extended school
closure. You answer as many or few questions as you like. You may leave at any time because
participation is voluntary. The student-researcher is asking for your consent to a digital audiorecording of the session, please indicate your permission when you sign. The audio-recording is
only for transcription purposes. The recording will be deleted after the interview is transcribed. I
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will not ask you to use any identifying information such as names, locations, or other personal
information on the recording. Any identifiable information will be omitted in the transcript.

EXPECTED COSTS AND RISKS OF PARTICIPATION: There will be no cost to you.
Your only investment will be your time during the interview. There is no significant risk to
participants. The interview is a one-on-one remote setting where there is no interpersonal
contact. While I am taking necessary steps to promote anonymity, I am asking for permission to
audio-record our interview. While the topic is not expected to cause distress, if at any time you
feel some discomfort talking about topics you are free to leave without consequence.

BENEFITS OF PARTICIPATION: Although there is no direct benefit for you individually,
the study will assist in informing the educational community about educators’ experiences with
non-traditional instruction during extended school closures as we move forward.

COMPENSATION: There is no financial or academic compensation associated with this study.

VOLUNTARY PARTICIPATION: This study is being conducted strictly on a voluntary basis
and at any time during the study you can choose to participate or stop your participation without
consequence.

CONFIDENTIALITY: No identifying information, other than this consent form, will be kept.
I promote confidentiality during the research.

WHOM TO CONTACT:, Jessica Pryor jpryor5@murraystate.edu or her advisor Dr. Wilson
rwilson6@murraystate.edu

STATEMENT BY PERSON AGREEING TO PARTICIPATE IN THIS STUDY
I have read this informed consent document and the material contained in it has been explained
to me verbally. All my questions have been answered, and I freely and voluntarily choose to
participate in this study under the conditions outlined above. I also acknowledge that I have
received a copy of this form.

This project has been reviewed and approved by the Murray State University Institutional
Review Board (IRB) for the Protection of Human Subjects. If you have any questions about
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your rights as a research participant, you should contact the MSU IRB Coordinator at (270) 8092916 or msu.irb@murraystate.edu.

_____________________________________________________________________________
Date

____Agree to recording

Signature of volunteer

____Disagree to recording

Consent obtained by:
_____________________________________________________________________________
Date

Signature

_____________________________________________________________________________
Printed Name and Title
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Appendix E
Figure 1 Coding Chart Used in Dedoose
•

•

•

•

RQ1 Involvement
o RQ1 Resources
▪ Teacher at home access
▪ Transfer of teaching
▪ Non-Tech Resources*
• Mail; Packets
▪ Technology
• Applications/Platforms:Castify; ClassDojo; Facebook; GoogleClassroom;
MicrosoftTeam; Remind; SeeSaw; YouTube; Zoom
• Devices
• Internet access
• Videos
o RQ1 Time**
▪ Routine
RQ2 Communication
o Colleague Communication
▪ Different System
▪ Same System
o Parent Communication*
▪ Making Contact*
o Student-Student
o Teacher-Student
▪ 1 way T-->S
▪ 2 way T<->S
RQ3 Outcome
o Divide and Conquer/Team
o Feedback Colleague*
o Feedback Parent*
o Feedback Student*
o Participation*
o Photo
o Streamlining
Variables*
o Academic Honesty
o Future
o COVID Atmosphere
o Educator Perspective/Lens/POV*
o Inequity of Resources
o No supplies/access at home
o Rural
o Stress
▪ Parent Stress
▪ Student Stress

Note for Figure 1 *indicates a weighted field

